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TRIGGFR FILMS

CHAIR: Well, I’m sorry, that s just the way | itis. . I thought we could, uh, milk thé dean for Bob and David
- _ for their highly visible efforts. Maybe we can do better for you in the future.
GEORGE Hell; I'll be retired "in the future." Maybe you can give me a gold watch.

CHAIR: = George, I am doing the best I can..
GEORGE: Well, dammit, you'd better do bettcr, or you won't see much of me this vear'

[George exits, slammmg door:] [Freeze on close- up ot Chair, still seated, rubbmg ‘back of neck. Cut. ]

Dramatic? . Qtute——many shots in_ "Money" are close- ups Abrupt7 Yes, life often comes to a head that way

Incomplete? _Intentionally—the essence of a trigger film is it: open-endedness. All of these are calculated to

enhance the purpose of the film: to trigger feelings and reactiv.'s of the v1ewer<
This is one in a series of seven trigger films on college administration. "~ hey don’t lecture and they dont
moralize. They were designed to permit department and program chairs to anticipate problems. that might be

encountered and to begin tc develop strategies for coping with; o: precluding them. Discussion about-"Money"
often focuses on questlons such as these: Could the chair’s. dec1sm'1< about salary be )ust1f1ed7 What mlght

processes for determmmg and. announcmg salarv mcrements7 How can .a. confrontatlon such as this be

resolved? How could it have been avoided? What would yeu do ir this situation?

A trigger film (or videotape) czari be useful in group learning situ-tions because it is an effectlve way to focus
the attention of the group and to maximize the involvement of the members in a discussion. The film and the
feelmgs it generates are data mput for the group; the interaction that follows is a processmg of the data. It's a

A tngger filim. can do more than produce rap1d entry mto a discussion. Whengroup membors work first wrth
a relatively unchreatening situation portrayed in a. rilm, they often become more free to discuss parallel situations

in their own lives._ Since participants begin to use each other as resources, the technique facilitates movement of

tha_teacher out of an authority role, which enhances learning in many circumstances:.

Applications and Variations

Because a trigger film is so compact, the production of a trlgger film can readily become the focal activity in a
group’s learmng,expenence In one notable instance of the learning effectiveness of this strategy, 40 public
health workers in Texas produced five trigger tapes on smoking and health in a Little over two hours.
Prodiiction was accomplished with a- portable on-camera system that could be handled easily by one person.
The primary achievement was that the workshop members examined the parameters of smoking and health;

developed increased awareness of exemplary health behavior, and in many cases came to firmer commitments

themselves with regard to such behavior:

A program developed by the U.S. Army at Fort Knox is another practical example of a trigger ﬁlm strategy at
work. Video trigger tapes of problem racial situations were shown; the tapes end at the height of the critical
morments for action or decision making. Viewers then played out theé roles from that point and in the process
explored and began to resolve somie of their own tensions with regard to interracial relations. - -

-_ Perhaps one of the more unusual varnations in the application of trigger films occurred at the. Umversxty of
Kentucky College of Dentistry. In a curriculum that extensively employed self-instructional modules; Oral

Biology faculty members ‘observed that a relatively unvaried instructional diet sometimes contributed to student

lethargy. Video trigger tapes related to the modules were programmed intermittently to rekindle motivation and

interest and to stimulate discussion and interaction among students.

3 -
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_The precedmg instructional strategles share one elempnt in common: the use of a film or videotape to tngger

viewer response and interaction. The interaction is the essential ingredient for learning; the film or tape is a

highly effective means of bringing it about. Strategies for using trigger films are appropriate only. if interaction
among persons is an indicated method for ach'evmg instructional goals. Some general examples of goals in this

category are affecting attitudes, clarifying vaiues, modifying perceptions, and- -generating commitments. .
In a college or university setting, trigger film strategies might be applicable in areas where the primary facus

is on problems and issues—for example; behavioral sciences; social_professions; teacher education;. and. law:

They may also_be applicable in_training for. more effective interpersonal skills—interviewing, counseling,

academic advising, patient_relations. . They may be employed for training in problem-solving and decision-

making in management courses: These applications logically extend to possible uses in biisiness and industry.

While trigger film strategies have wide applicability, they should be used ]udlaously in a mix with other
instructional strategies. As important as when and why to use a trigger film is the matter of how to use it

wisely: propet discussion management is important. A very good- trigger film can be made: completely
ineffectual by imposing constraints, control, or ¢valuation on the interaction that develops from the film.

Development and Production - [
When -examining - trigger films and_ trlgger tapes, one frequentiv finds_certain characteristics: limited data

presented, opon-endedness, relative mcampleteness, and an emotional aspect These features are deliberately

built into_the film in order to_generate rapid viewer involvement. The viewer quxckly begins to work with the

feelings and tensions that are being expenenced to hypothesize about missing data, and to look for
interrelations among aspects of the situation in an attempt to construct a more understandable whole.

In the design of a trigger film, the primary consideration is identification of ediicational goals, as it is in any
instriictional problem. The riext consideration is development of a situation that will generate attention to the
area of the objectives. -The point at which to enter the situation and the extent to which data can be emitted are
both very significant; since brevity seems to heighten the impact of a trigger film: . .

Of all the decisions that are necessary in a tngger film production, the most critical is determination of where

to terminate the film for optimal triggering of viewer interaction: Trigger film producers often ask themsclves,

“What immediate response do I want from the group when the film or tape ends?" Gererally, closure i< * » be
avoided: Alternatives and dilemmas may be posed but the action should stop short of a decision. Tue jdea is
not to present solutions, but to create a context in which people explore ideas, examine alternahve;, ard reach

thenr own deasnons -
People frequently become - mterested in developmg their own trlgger ﬁlms but are concerned about. the cosi.

It is trie that a professionally-produced 16mm trigger film_of a minute or two.in length might cost several

thousand doliars, but costs _can be_cut drastically_by using. videotape and producing on campus. As well,

portable color caineras and editing equipment have become very sophisticated.

For_the average academic department, which finds even a few hundred dollars to be a_prohibitive
expendm:re, there are other alternatives. For many in-house - purposes, satisfactory trigger films can be
produced with 8mm film or black-and-white videotape,- using portable equipment; filin and tape costs are low,
and not a great deal of time or experience is required. And the really creative person may be able to accomphsh
the sarne results with 35mm slides and synchronized audio tape for; perhaps, as little as $10. The ultimate in

low-cost production -is a "single-frame" triggering. device: a.carefully-chosen provocative photograph from a

newspaper converted to a transparency for an overhead projector at a cost of a few cents:

_The prime e -“icn for evaluation of a Engger film is: Does. it trigger response? If it does; it will be

successful. The ciice of an instructional strategy is also a pragmatic one: will it accomplish the desired results?

Trigger film strategies are often useful when the goals are behavioral and attitudinal changes brought about by

group interaction. If this is what one is trying to achieve, then trigger films may be an innovation to consider.

me Flsch
Eastern Kentucky Umver51ty

ifdr further ‘nformation, contact the author at EKU, Depéfﬁﬁéﬁf of Natural & Matkematical Sciences, Richmond;
KY 40475-0959:

_ Suanne D. Roueche, Editor
. :January 3l 1986 Vol Viil, Nc 2
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KEEPING THE POSTMAN BUSY: REESTABLISHING THE GROUP
IN A WEEKEND COLLEGE CLASS

"ackground

weekend: college six -Six-hour sessions on alternatlng bundays "the. Super Six. " Deslgned for non-Engllsh

majors, this survey of literature, organized by genre, centers equally on reading and writing skills: Our intensive

format attracts self-directed and energetic adults who range in age from thirty to seventy who are employed full

time, and whose employers reimburse tuition: The special task for a teacher is to deeply involve technical
peopie with literature, an experience quite foreign to them, if not deemed useless by them for their daily

endeavor

lnteriin I achieved a grow1ng commitment by asl\mg that_drafts of papers be mailed to_me before the next
meeting. I was able to respond to.drafts with suggestions for revision; repost papers.in_time for students to act

upon comments and to submit a final draft by our next meeting: On occasion the need arose for a phone or .
personal conference, usually at the beginning of the term: But only one such conference was necded to clarify
course objectives and to enable the student to proceed in a confident manner.
Creating Positive Student Attitude

The impact of a teacher’s personal contact and comimitment to students progress and success was, mdeed
dramahc - Feeling that, 1 was involved, they were involved. Knowing that I cared, they cared. So that these
students in technical fields; so unused to literature; made the course their own: they traveled to NYC to see
productions of plays we read (from Shakespeare to David Mamet). Scme volunteered videotapes of plays for

class iiiéi&iiig 7(Shakespeare and Athol Fugard) Peer group workshops on drafts became open and energetic:

End- Of-Term Letter To Students

After the term’s end, I could not help but write a "letter of appreaatlon" to each student. But it occurred to
me that this final gesture was really an extension of the correspondent format already established. In the letter,
I reiterated the goals of the course. - Although a student may realize his individual and present achievement,
articulating the larger goals enables “him to w1den his vision and _purpose. for future courses -Lthen thanked

room,. seelng plays, readmg drafts to the whote class; or addmg a specxal brand of humor The letter took on

the feeling of a "roasting" but with the following pedagogical and administrative purposes in mind.
Objectives of Letter-ertlng Strategy

. arhculahon of the leamlng ob)ectlves as a  final afhrmahon of our purpose throughout the course

affirmation of commltment not only to the task but to fellow students

. reallzahon that learnmg mtegrates intellect and emotion
o establishment of bonds with the larger college communlty which, in turn, mlght encourage greater student
retention

Beverly Lynne Aronowitz
Monmouth College

For further information, contact thé author at Monmouth College West Long Branch, New Jersey 07764
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CREATIVE GRADING
- S _or S - ;
HOW I DECIDED 10 STOP WORRYING AND LOVE MY GRADEBOOK

Most of us g1ve grades for the same reason we go | to the dentvst—we fear the repercusslons 1f we dont

office or if a curious administrator wonders what we're domg here. But can grades play a constructive role in

the thinking/learning process?
On one hand, I must say no. When we attempt to grade a student s work whether it be an essay exam or a

mathematical process leadmg to an answer, we are forced into the position of making a )udgmen* about the
quallt) of another person’s mind, his perceptions and understanding.. To me, this notion of tlie teacher as judge

is alien to the mutual leaining environment I waat to create. No matier how much we explain our grad'ng

pollcy and apologize for having to ihiave one, grades are perceived by students much as we see our merit

raises—as statements about our worth as productive human beings. This ‘perception riaturally creates barricis
and forces the people vii both sides into playing roles that, often, are antithetical to the community-of-learners

ideal most of us want to encourage. -
However, the unfortunate reality is tliat we have to g ve grades 50 the problerr is how we can make grades a
constructive part of the course. During the past ten or so years that I have been teaching, I've tried ways to

make grading as humane a process as possible. . I've tried having students grade themselves and each other; I've
tried avoiding. gwmg zrades nniil the end of the term; I've tried writing pages of comments rather than an actual

grade; I've tried using various symbols and phrases to identify grarle ranges rather than actual letter or number
grades. But I've found that most of these approaches do more to increase grade anxiety than to decrease it. The
question "How aim I doing in this class" continues throughout the terr; and my favorite reply, "You're asking
the wrong person when you ask me," may please the Zen master, but not the student askmg the question..

revision; an essay exam or a few-sentence r response to the day s dlscussmn or the prevrous mght s homework:

Different assignments bear differing credit; to be sure; but everything is graded:

Surprlsmgly, with this new approach the determination of a grade for a particular piece of work has become
easier. I no longer agonize over whether a paper is a C+ or a B-, or how much credit to give a poorly written
essay on a difficult or original topic when another paper, on a fairly simplistic issue, is written well. Since I now
give so many grades on so_many different drafts, I realize a particular grade just doesn’t matter very much
(although I don’t dare say this to the student). In a sense, by giving S0 many - different grades; I'm liberated

l am free to use grades ‘more creahvely

..My new approach is based on the concept of grades as. therapy I can now. nge students the grade I think
they need on a particular assignment to inspire more active invelvement in the course: If I think a student
needs a pat on the back, I feel free to give that student a higher grade than is "deserved" in order to build
confidence  Sometimes I even :sk a student who has not had much success to- write a short summary of

something he or she sa1d in *‘lass in order to show an A for that student in my gradebook

than a pat. Student» like most of us, tend to work better ma posmve comfortable environment. If a student
feels picked on or penalized by grades, he will stop learning out of spite; and out of the same spite, the
instructor will enjoy playing judge and senterce the student to a lifetime with an F on his transcript. .

Grades are potentially dangerous weapons: But since we have to use them, we need to find ways to Take
grades if not helpful to the teaching/learning process, at least not harmful to it.

Wayne Scheer
Atlanta Junior College

For further information, contact the author at Atlanta Jumor College, 1630 Stewart Avenue, S W., Atlanta, GA
30310.

‘Suanne D. Roueche, Editor
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INNOVATION ABSTRAC FS CONTINUING THE PURSUIT OF TEAﬁrl"JG EX(.ELLEN’”E

NISOD evaluatnons of Innovation Abstracts attempt to measure the effectiveness of this pubhcanon—whether or

not the iopics are useful and if the dissemination strategy is working. in that regard, two questiciis in the

evaluation survey are of particular importance: how are Abstracts distributed and how are they used by faculty

and staff?
Distribation Strategles
From our last survey, we conﬁrmed that d1str1but10n prachces around the Innovaticn Abstracts are as d1verse as
the NISOD colleges themselves. The following are representative responses:
1. The mosi common practice is that of putting-each issue of Abstracts in faculty mailboxes, usually by way of
the secretary of each department/division. The NISOD contact at_each college assumes. responsibility for
distributing the appropriate number to each or to the appropriate dean who distributes the issue to

departmert/division chairs at the regularly-scheduled weekly meetings:

Abstracts are mailed to those faculty and staff requesting to be placed on the dlstnbutlon list. -
Abstracts are complled in department/division notebooks and are available to all faculty and staff.
Builetin boards in the faculty lounges and department/division -offices display the most currént issue.
The Faculty Association distributes the latest issue(s) along with its newsletter. -
Least common was the practice, by the dean or the NISOD contact, of mailing only to those faculty who, in
-their estimation;, would most likely be interested in the topic of the current issue.
Dlstnbuhon frequently included part-time faculty and classified staff: Only one. Eéiﬁpiamt was reported

O U W N

around_distribution: _ that of insufficient numbers of copivs for circulation to every full- and part-time faculty

member, as well as classified personnel. While duplication of the Abstracts is permitted in member institutions, a

growing number of colleges are electing to purchase enough copies weekly (for a very modest fee) to provide
everyone an original.
Using Innovation Abstracts. -
We-were interested in-how faculty and staff used the Abstricts. These were the most- frequent responses: -
1. Regularly-scheduled brown: bag sessions—informal gathenngs around the nocn hour—attract faculty and

staff who wish to discuss the current issue. Discussions generated by the topic help identify current and

potential implementation of similar innovations and spark innovation spin-offs.

Popular Abstracts help identify topics for forma) staff development workshops, seminars, and programs.

Faculty share topics of potential student interest with their classes. [For example, many survey

respondents reported seeing copies of "Atterdance and Achievement" (Vol. VI, No. 30) taped to classroom

- doors.] o
4. Many college-wrde assessment/placement pollcres wntmg-across the-cumculum programs, and effective
- - teaching strateg1es can be traced to especially popular Abstracts’ issues.

In Summary - - A

We learned that Abstracts is a useful and popular pubhcatlon with_ faculty and staff in NISOD coiiéges
Furthermore, we discovered that colieges providing strong institutional commitment to regular and personal contact with
faculty and staff around Abstracts’ topics reported high. levels and broad acceptance of improved classroom strategies and
teacherladministrator mutual support for teaching excellence:

From the survey results, we identified several topics that readers hope to see in- future issues; consequently,
we have expanded the topical diversity—e.g., -issues around the adininistration and instruction of
techmcal/vocatlonal courses and programs. We 1dent1f1ed personnel whose needs and interests are infrequently
éddre§§Ed:e g déssiﬁéd §t5ff §péti§l éttehtibh h5§ bééii fdi:i.iséd bﬁ ldi:étiiig pbtéiihél éiitl'ibrs to address this

W

Obvmuslyr we. look for. quahty matenal to share with our readers. We can only do that. wﬂB help from those

who recognize and engage in quality work: In that regard, we sound again the standing call for papers: call

Suanne Roueche at 512/471-7545 to talk over any topic(s) around which you would consider preparing a

@ Community College Leadership Program, The Univ7ersity of Texa: at Austin, EDB 348, Austin, Texas 78712
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manuscript, write or call to identify potential authors who might be_ persuaded to share their successful
innovations, and/or submit a manuscript that you would wish to have considered for publication as an Innovation
Abstracts. We find that our most popular issues are prepared by practitioners for practitioners! 7

- The evidence is. averwhelming.that for Innovation Abstracts to be the most useful, they must be methodically
distributed to all facuity and staff on a regular weckly basis! We intend to evaluate Abstracts zgain this year and look

forward to vour responses.

PROVIDING THE MISSING LINK

Linikage= is NISOD's bimonithly riewsletier for sharing member activities_and other jtems of interest that foster
teaching excellence. - Currently, most of our news items come from college newsletters and news releases *hat
we receive from approximately 25%. of our more than 450 members. While we strive to mention different

colleges in each issue, some are mentioned more than once a year; and others are never mentioned at all.

We need your help! Admittedly, this system allows us to touch only the surface of the teaching excellence

and innovations on member campuses. We wish to strike a better balance in reporting and to keep Linkages a

vital mechanism for informing-and inspiring our members; therefore, we are taking . this. opportuiity to
encorirage our readers to submit ideas and articles. It’s the teachers, administrators, ard classified staff "in the
field" who know best hnw to describz a particular program or activity on campus, especially if it is a program or
activity that would not likely be featured in one of the college’s news publications. Please take a minute to read

on and identify your college’s potential contributions to Linkages.

A typical Lirkages issue is divided into several departmerits: 7 7 7

PAGE 1: An in-depth article focusing on ways in which member colleges are responding to contemporary issues
affecting their campuses. Recent issues have included such topics as student suicide, accessibility for
the handicapped, rebirth of the humanities, and business/education partnerships. Potential arzicles
might focus on meeting the needs of adult students, the international ccnnection, assisting the
underemployed and unemployed, and fighting illiteracy. ARTICLE LENGTH: 750-1000 words.

PAGE 2. FORUM FOR EXCELLENCE; generally an article by a "guest® cclumnist, highlighting an innovative

response to a challenging teaching or leadership situation. ARTICLE LEINGTH: 500-750 words. Page
2 might also include KUDOS, showcasing the accomplishments of member schools’ teachers and
administrators, such as irvolvement in a significant activity or election to a major organization. When
space permits, this page might also include an inspirational brief article or quote.
PAGE 3. FIELD GEMS, concise articles that present overviews of innovative programs or activities; accompanied

by the name, address; and telephone number of a contact person; and often illustrated with black-

and-white photos that focus on one-to-one interaction. ARTICLE LENGTH: 200-300 words.

PAGE 4. LINKINGS are announcements of upcoming workshops, new publications, major grants awarded, and
brief overviews of activities not selected for FIELD GEMS. Photos accompanied only oy a caption and
NISOD-related activities are also often included here. MAXIMUM LENGTH: 100 words.

In general, submitting any information that focuses on teaching and leadership innovation and is timely news

about member activities is encouraged. When time does_not permit you io. write an entire article, we invite you
to call or send a postcard indicating your article idea: We will interview you or the person involved and prepare
the copy.

_ For more information about submitting material to Linksges, contact Susan Burneson, Lirkages editor and
designer, NISOD, EDB 348, The University of Texas at Austin, Austin, Texas 78712, 512/471-7545.

~Suanine D. Roueche, Editor
, _ February 7, 1986, Vol VL NG. 3~ ,
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INSTRUCTIONAL STRATEGIES FOR EFFECTIVELY TEACHING A
MULTILINGUAL VOCATIONAL CLASS

_ One of the greatest challenges to Houston Cownmunity College is that of providing educational services to
Houston’s ever-increasing limited-English-speaking population. An apparently bottomless job market, an

appealing climate, and close proximity to Mexico have madé Houston a mecca for immigrants and refugees from

Latin America as well as other parts of the world. Ir addition to_the Hispanic community which accounts for
more than 10% of the city’s population; there also are sizable numbers of newly arrived people from Vietnam,
Cambodia, - Laos, Afghanistan; Ethiopia, Poland; Russia, and Romania: With such a significant number of
peopie in the community whose native language is not English, it is clear that an extra effort has to be made to
provide these people with worthwhile training opportunities. s :
The most successful training programs we offer are those in which vocationzl training is offered concurrently
with ESL instruction, and 21l instruction is given in the trainee’s language at first. The ESL class deals only with

communication skills required on. the job, and the subject matter in the ESL dlass is based upon the material
being covered in the vicational class at that time. As trainees become more fluent in English; the vocational
instructor gradually increases the demands made on them to speak English in the vocationa! classroom. We find
that this approach can be used to take a severely limited English speaker to emplovability in about the same time
required to train a native English speaker in the same job skills. The key to the success of the program is quality
communication between each student and the instructor. Therefore, unless the instructor is multilingual and
materials are available in all of the different languages used by the students, the numbers who can be
accommodated at any one time will be negatively affected. Charnces of meeting these two instructional demands

are not gond:

Thus, the question, then, becomes: what can be done to provide services to students in a mainstream

vocational classr~om made up of speakers of a variety of languages wlhien the instructor is monolingual English

speaking and the instructional material available is not in the trainee’s language?

Utilization of Outside Resources. .

_ The instructor must be able to utilize outside resources. In most institutions there are ESL instructors, a
media department; and even individuals in the student body who would lend their expertise to the vocational

classroom if only they were asked. It is not likely that the average vocational classroom-will have instructional
material available in foreign languages. The instructor will have tc find ways of translating key lessons and
safety procedures to ensure that they are mastered by the learner.

1. The best and cheapest souirce of these translations is found among fhe students who can usually be calied
upon to help, and it _gives them a feeling of pride and accomplishment to demonstrate their knowledge « f both
English and their_job skill: Most of the translations used in the Basic Air Conditioning Program at Houiston

Community College were done by students and ex-students.

2. In some instances, other faculty members can be called upon to assist in the translation of material. They
might be instructors in language programs or simply people who have knowledge of some of the languages
being used by students in the vocational class. Using other faculty is less effective than using bilingual students;
instructors who have their own responsibilities and lack familiarity with vocational subject matter tend to require
more time to produce usable materials.

_ 3. Another means of obtaining translations is i;éirig Bilingua! or multilingual teacher aides. This is only
possible in programs with high enrollment and/or a generous budget, and it is still difficult to find candidates for

the position who speak more than one or two of the languages.
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4. The vocational instructor or an ESL instructor can rewrite some of the more complicated job sheets and
informational materials. - Here we are assuming that the trainees have some grasp of the English language,

however limited, and that the simplification of instructional material will allow mcre to be assimilated. The ESL
faculty is the most appropriate resource for-the rewriting of material because they are more likely to be familiar
with obstacles that the limited English speakers must overcome. The ESL staff can also help with the design of
learning activities which teach English and develop vocational skills and knowledge.

- 5. The media development center can be utilized extensively by a vocational instructor faced with the task of

developing multilingual curriculum materials: There are many film strips available for English-speaking students

that make use of an accompanying cassette recording. Simply having someone re-record the cassette in the
target language provides professional quality visuals and an understandable soundtrack which the limited-

English-speaking student can use. Transparencies can also be developed cheaply, and erasable markers can be
used to include captions. in the appropriate languages of the learners. This approach has the advantage of being
adaptable to meet the differing needs of each new group of students. L

A very useful instrument for preparing instructional materials in a_variety of languages is the video camera

and:accompanying copiers and dubbing machines. A videotape can be produced by the instructor; using either
students to carry out the procedures or demonstrating them himvherself. Copies of this tape can then be made
with the sound dubbed in, using speakers of the target language instead of English. This approach provides the

flexibility required of a frequently changing student body, and it is also relatively inexpensive once the
equipment is acquired.

6. The vocational instructor must develop: as extensive a library as possible of textbooks, pamphlets; and

other training materials in languages other than English. Surprisingly enough, these materials are not very
difficult to obtain. There are numerous booksellers who spedialize in fexts in other languages: There are also
organizations whe specialize in compiling and disseminating vocational materials, language training materials,
and & wide variety of related inforination: evaluation, dissemination, and assessment centers; curriculum

coordination centers in vocational technical education; The National Clearinghouse for Bilingual Education
(Rosslyn, Virginia); sta*~ vocational educational departments.

‘The teacher has a major responsibility to learn-as mmiich as possible about the cultures of the students who are

attending the class. Different groups have unique ways of perceiving authority figures; different. attitudes
towards learning, and different expectancies of the instructor. They also have specific ways of viewing and
dealing with other members of their owri and other cultures and distinct ways of viewing the world which might

affect their success in the classroom and on the job. For example, Orientals hold a tezcher in such high regard
that they won't ask any questions when they don’t understand an instrictor’s English statéiment because they
don’t want to lose face. To counteract this problem, they must be encouraged to answer questions in class and
be informed privately that these questions are being askéd to help rathér than-make fun. o ,

_ The material needed to effectively teach the major groups of limited English speakers found in our vocational

classrooms is available to those instructors who are willing to take the time to seek it out: All that is needed is
that little extra effort.

Irving D. Panzer, Air Conditionirg Instructor

Houston Community College

For f’u’rihe,r, infgnnaﬁon, contact the author at Houston Community (Eoliege éy'ste'm, 3620 érawford étreet,
Houston, TX 77004.

Suanne D. Roueche, Editor
February 14, 1986, Vol. Vi, No. 4
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BRIDGING THE TWO CULTURES

Science touches everyone’s life in modern society. But, as Rabelais wrote, "Science without conscience is_the
ruination of the soul.”: In the past thirty years, we have seen numerous. social, ethics; and policy problems

created by advances ir blology, medicine, physics, and chemistry. Eagging behi* 1 the problems, but growing in
the last ten years; has been an interest in the study of science and social value: . - Such studies have much to
recommend them: They help to inform scientists of the broader social and moral implications of their work.
They assist the non-scientist who may have to make decisions about the way science should be used. They
require all students to examine their own value systems and to grapple with serious questions.

More than that, they help: bridge the gulf C.P. Snow despaired of: "the two cultures" of science and

humanities. -Marny science majors are understandably reluctant to take time away from their ever lengthier and

more specialized training in order to take "liberal arts" courses, and few humanities majors voluntarily enroll in

any_course containing the word "science." So, in our schools; we have tended to widen this gulf.

Courses which combine science and humanities interests can be a successful way of bringing the "two

cultures _together. The humanities student feels less intimidated, the science student more motivated by

courses about the history or philosophy of science, atomic age problems, the social impact of technology, or
science and social values. The "little bit of sugar" provided by the reassuring preserice of soitie elements frofi
his or her own field of study helps the medicine -go down for each. These courses not only help prepare
educated citizens and Sharpen students’ skills in critical thinking; but also have an immediacy in their subject
matter which makes them attractive to a wide range of students. Such interdisciplinary; almost intercultural,

courses seem particularly appropriate for community colleges.

Ethical Dilemmas and the Scientist _ ...

The Chancellor’s Office of the California Commumty Colleges has a fund for Instructional Improvement,

intended to encourage, among other things; the development of interdisciplinary courses and courses for honors

students. Convinced of the importance and usefulness of a course which explored the problems of scierce and
soc‘:lety I applled for and recelved a grant m 1983-84 to develop and offer a course at Santa Barbara Cltv College

The proposal fit well with my coHege s_efforts to deve10p msfmcnonai programs for students. with abrhty for

hrgh academic achievement. The aim was primarily to acquaint the students with currently debated morai and

ethical issues pertaining to the scientific community: Students would explore apptropriate professional conduct
for smentxsts, the legltlmacy of certam research confhct of 1ntere5t betWeen scientists and experts and. advocates,

secondary aim would be to give bright, umversrty-bound students miore expenence with the research, wntmg,

and analytical reading they would face as upper division students. . -
- An original group of twelve students was selected for the first course. Each had been recommended by a
faculty member, and each had a conference with me which enabled both of us to assess whether he or she

should take the class. All were doing well academically and were planning to.continue their education beyond

the community college:  The twelve—six men and six women-—represented the fields of engineering, physics;

mathematics, political science; psychology, blology, geology, nursing, and history. But this balance was lost
when students put t:)gether their schedules for spring semester; the course finally had only six students—all but
one of whom were science and engmeermg ma]ors and only one woman.

introduce the topic;. the shorter session to round off the d;scussnon and draw some conclusions. The students

had read some background material-—case studies, science news articles, editorials or speeches by involved




scientists, or a treatment excerpted from a longer work: After the first few meetings the students asked for some
assistance in what to look for in doing the reading, so study questions were provided each week thereafter. -
In discussions, the major positions would be clarified and conflicting values identified. Students would

suggest and discuss appropriate behavior or ethical guidelines. Although orily a few of oiir weekly topics were
in the area of bioethics, I used George Kieffer's Bioethics:- @ Textbock of Issiies as a model for treating each.topic.

Guest lecturers and video presentations included: a workshop-lectiire on techniques of interviewing; a speaker

from Physicians for Social Responsibility; a biologist engaged in "genetic engineering”; an environmental ethicist
who specialized in risk-benefit analyses of nuclear power plants; taped NOVA programs on genetic engincering
ana on informed consent in medical experiments:

Training Students in Research - - o | : S
. Although the course was entitled "Ethical Dilemmas and the Scientist," an i.~portant goal was to help train
the students to do research papers in general. -To meet this aim, early in the semaster, one of the college

reference librarians gave the class a lecture on library research. She also arranged for tle stndents tc have a
special lecture-demonstration by a Science-Engineering librarian at the University of California, Sant: Barbarz, on

computer searches as a research tool. A presentation by one of UCSB’s Government Docurents staff on how to
locate useful -information in the myriad of available government aocuments rounded out the introduction to

doing research. Every paper was different and served an individual educational purpose.

Course Evaluation _— - EEE - L - ; :
At the end of the semester, over a "farewell bangiet," the students and I discussed the menits and

weaknesses of the course. Whereas the stidents’ evaluations of the course indicated their satisfaction with the

cognitive skills they had developed, I considered the affective results to be especially important. Both they and

mentioned a number: of ways the course needed to be improved: _shorter; . individuaily-assigned reading
assignments; starting the course with some specific cases and moving to more philosophical readings on ethics at
the end instead of at the beginning; preparation of a reader for the course so that each student could have a
personal copy; recruiting more humanities students; injecting more "pro and con" discussions on controversial
material; doing all the library presentation as early in the term as possible; makins greater use of the wide and
valuable experiences of the college’s faculty. e o

An unplanned reward was the sense of camaraderie dcveloped by the students. They began to work as a
small community, aided unintentionally by the need at times to pass readings around when there weren't
enough copies for everyone. The discussions enabled students to get to know more of each other’s beliefs and
experiences. - Each student had to lead the discussion once in the semester; and on these occasions, the other
students visibly tried to help_the discussior along to make it easier for the leader. In zddition, the students

briefly described their research topics to tiie group at the fourth week of the semester and from then on would
watch for useful material for each other. At mid-semester, they met on a Siinday to share difficulties they we.e
having and get reactions to their written work. i U

In conclusion, the course proved to be successful in its goal of enhancing the general education of both

with questions whose answers are not easily arrived at through the application of straightforward logical rules.
The non-science student gained some understanding, albeit limited, of what scientists do and found that,

contrary to a popular image; a number of scientists are disturbed about the social arid moral implicationis of their

work and have done much soul-searching. The course helped prepare students to judge the merits of scientific
ideas and claims to scientific authority when used to vindicaie or crificize practices in American society at large.

E

Through the assigned readings, the students learned a bit about the methodology and much more about current
controversies in a range of scientific disciplines with social implications. They strengthened skills in writing and

in -Jogical analysis of the issues studied. Especially important was. the fostering of independent and critical

attitudes in the students by examining issues for which rote answers and memorization siraply would not serve.

Szt Hodes
Santa Barbara City College

For further information, contact the aiithor at Santa Barbara éity éoiiege, 721 Cliff Drive, Santa BEEB‘;};, CA

93199-9990.

. Suanre D. Roueche, Editor
- - February 21. 1986, V3. VIlI, No. 5
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PROFESSIONAL smmmm FOR CLASSIFIED STAFF

How important is the quallty of classrﬁed staff and its subsequent growth and development to the success of a
college? Jefferson Community College in Louisville, Kenticky, -has answered that question with an on-going

commitment of a planned development rogram for secretaries, clerks; and maintenance werkers.

The college-wrde Faculty/Staff Development _Committee was formed in 1975 and from the begrnrung,

classified staff. representatives have been included in its membership. Presently, 4 of the 17-member committee

are classified staff. We have a voice in the allocation of professional development funds, plan-and approval. of
the calendar of activities, and serve as a sub-committee to implement programs designed specifically for
classified staff. - These have included workshops and seminars on Siich topics as: "Compiter Use," -"Word

Processing," -"Time Management," "Dealing With Angry Students,” "Classified Staff Role in Student
Advising," - "Effective Written Communication," "Assertiveness for Classified Staff," "First Aid;," "CPR;"
"Personal Security;" and for the Meintenance and Operations Department, "Heating and Air Conditioning" and
"Blueprint Reading."

For the past several years Faculty/Staff Development has 1ncluded at least one all day classmed staf. ‘seminar

with an opportunity to concentrate on the top1cs w1thout telephone interruptions, drop-ins, etc. Thrs is the most
popular -activity of the year and is a valuable opportunity to-get to know new staff and to strengthen

relationships with those we do not -work with- closely In May, 1985; our seminar focused on student advising
and the important role:that classified staff play in_that process.. Our_Associate Directors (Academic Deans)

helped us_define our role by broadening the concept to include. the giving of accurate information and making

proper referrals (with_emphasis on accurate and proper). The social setting enhanced the effectiveness of their

presentation. Meeting face-to-face and learning exactly what our fellow staff members do gave us firsthand
knowledge of resource people for information and referrals. When we direct a troubled or confused student to a
person, by name—or better yet, call ahead for him/her—we personallze the adv:s:ng system for the student.

Although the full comimittee ut1hzes a needs/1nterests survey each year in program plannrng, we of fhe
classrﬁed staff conduct additional 1nformal surveys of our own by listening. to_our_peers wherever ‘we. see

resulted in a classrfed staH Handbook, a looseleaf notebook contammg up-to-date informatio:: on college polrcres

and procedures every classified staff member needs to know, as well as examples of all college forms currently
in use.

There have been other tang1ble results from classrﬁed staff profe551onal development activities. The
compilation of- suggestions from a workshop_on telephone:techniques led to the publication of a booklet; ]ef"erson
Community College . . . May I Help You?. Its 32 _points on classified staff responsibility emphasize consistency and
courtesy and offer. specrﬁc ways ofhandlmg various situations. One; for example, reminds us that, "If you must
place a caller on hold, explain what you are going to do and why; then check back with him/her frequently so
he/she will know you have not forgotten the call or disconnected it:" Another suggests t that "When a caller is
nasty or. profane, simply say, ‘Let- me transfer you to my-supervisor’ or 'I'm sorry, I cannot continue this
conversation if you insist on using that kind of language’ " The telephone pamphlet is a source of pride for the

staff because they themselves are the authors who generated the ideas.
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The Director (CEO) of our college, Dr. Ronald J. Horvath, wrote these words as an introduction to the

pamphlet

Jefferson Community College .. . May I Hely You? is-the pr'o'd'u'ct of twenty-one members of the
classified- staff who met in small groups (i.e., mini-think tanks) to pinpoint practical suggestions
for telephone procedures and courtesy. This pamphlet is_particularly_important when one

realizes that the telephone 1s the PRIMARY LINK with the general public and that classified staff

are an essential part of that link. The suggestions contained in this pamphlet may be self-evident

to the reader; but all of us need to be reminded of our communication responslbllmes

Through the d1rect contnbuhons of the classnf1ed staff we have agaln demonstrated that we

enwronment

When the Jefferson Communlty College Institutional Values pamphlet was be1ng written; classified staff were

invited te contribute in mini-sessions similar to those held with faculty and administraicrs. Our ideas were then

submitted to the draft committee: A careful reader of the final published pamphlet will discover that it includes
some of those values.and behaviors suggested by classified staff, such as, "be warm, friendly, and helpful." But
in a broader sense, the Institutional Values pamphlet re-emiphasizes what the college is, what our purposes are,
and how all of us fit into the educational process. For example, two of thé value statements, directc 1 toward

faculty and staff relahonshlps remind us .

that effechve ‘communication and cooperat10n among faculty and staff are necessary to fulfill the

mission of the college

that the college is responsible for providing professional development activities for faculty and
staff

Classified staff ptofesslonal development at Jefferson has covered a wide. range of act1v1t1es ,,’,n%“Y,P,f “bic,h

are directed to all segments of the college. These include regularly scheduled book reviews (a memorable one,

Recent Works on John F. Kennedy, January, 1985) and wellness and physical fitness activities. However, pro;ects
which allow classified staff members to find their own solutions to common problems and to participate in the
discussion of the overall purposes and values of our institution are a special stimulus to professional growth.
They encourage mutual appreciation and cooperation, increase the sense of pride in our work and our

institution, and make us feel wé aré a vital part of thé proféssional téam.

Dorothy Poole and Anna Roberts

Division Secretaries

Jefferson Community College

The pamphlets, Jefferson Community College . . . May I Help You? and Institutional Values aré available without cost
by writing Dorothy Poole, Division Secretary, Allied Health Division, Jefferson Community College, P.O. Box
1036, Louisville, KY 40201.

For further information, contact the authors:
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Suanne D. Roueche; Editor
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FROM JUST IN CASE TO JUST-IN-TIME

remember someé of it a few years later. And we graduate them just in case there is somethlng that they can do
with their training. _ Still later; we evaluate the program just in case it is doing something other than what it is
supposed to be doing: :

Even when many of our graduates fail to obtam employment, we continue to produce batches of them ]ust in
case things get better. We even hiave a name for that: counter cyclical trammg We may not be certain why our
graduates fail to get jobs and may not even want to know, but just in case it is the economy—and not the

program—we maintain productlon

For example, college X registers 50 studen's each _year in a two-year program to- train Resnhent Floormg
Technologlsts Most of the graduates in this program have obtained jobs in the field. However, in a follow-up
study of the 1984 graduates, it was fc nd that only four of them obtained jobs for which they were trained. By
January, 1985, college X found out why. A major technological development had reduced the demand for

Resilient Flooring Technologists by 90%. However, the college had nearly 50 students in the second year of the
program and 50 who had )ust started the flrst What would college X d07 It is almost f'ertam that both the flrst

that a new group of 50 would be admitted to the program for fall, 1985. Just in case.
This kind of system is inefficient and inefféctive, but many argue that it is- acceptable because learning is

intrmsmally good. However; it is not only uneconomic; it 1s unethlcal ~When Ford or Phillips build too many

company is big enough it is rescued by the government) Two-y year 1nst1tut10ns have unsold 1nventory too. The

difference is that we do not have to worry much about whether our inventory gets hired. Our graduates
dlsperse some get ]obs ‘some do not We cor.tmue to produce more.

approath ,Butﬂwhat, is more 1nhurnane than contlnulng to,graduate people in a trarnlng,program when there are
few if any jobs? Call them unsold inventory or God's children: our system treat: them like commodities.
- Some will argue that education is an end in itself, and this justifies our systemn. If it is-liberal education that is
being discussed, indeed that is a persuasive case. However, with the exception of the CEGEPS in Quebec and a

few programs. in other provinces, the primary mandate of the two-year institution is not edncation and
particularly not liberal education: it is training: Students do not come to two-year institutions to learn as an end
in itself. Most of them did that for twelve years in school, and they attend two-year institutions to obtain
marketable skills. As a test, ask yourself how many students stay at two- -year institutions any longer than they
have to. Compare that to the number you know who appear to have been going to university for decades.
Just a moment -

The major developments for two-year institutions in Canada took placé in the 1960s. - The economy was
expanding, the baby boom was overheating the universities, and governments seemed to think they had lots of
money. Whole systems of colleges and technical institutes were launched and initially almost every program

was two years long, whether registered nurse or clerk typis:; just in case this was appropriate. This fit the

times. Just in case probably worked because the economy was creating jobs fast enough to absorb the annual
batch of graduates

The world is very different now. The number of young people entering the work force will dechine each year
for the next decade, and few new jobs will be created. Of those who will be working in 1990, 90% are already
working. The nieed for retraining has bécome cbvious évén to thé most insular and institutionalized. Howeéver,
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like the smoker who reads the cancer studies and then lights up another cigarette, our institutiors may know at
the periphery that the era of retraining has arrived but the centre still emphasizes training. . ..
Ignore the written goals of an institution. The real goals of the institution are in the budget. Ask what

proportion of the budget of any two-vear institution is allocated to retraining activities and functiors.
Nevertheless, as the everything-is-possible years_of the 1960s led into the everything-is-off 1970s arid on to the
anything-can-be-cut 1980s, two-year institutions began to adapt. While the basic just-in-case system continued,
increasing questions were asked about the market legitimacy of programs. - , o
-The result was invariably an elaborate solution: extensive planning operations with economists, statisticians,
and bureaucrats of every hue, monkish in their dedication to revealed truth, determining exactly how many
vibration technicians are currently working in Ontario and how many will be required in Thunder Bay in May;
1989. These planning departments are good at counting but fanciful at projecting. They can add up how many
are currently working but, if truth be told. they do not know. whether any vibration technicians will be needed in

1989, much less how many in Thunder Bay. Projecting job demand beyond a year or so relies on too many
assumptions to be much advanced over tea leaf reading. : -
I we cannot accurately project job demand in 1989 or 1990, how can we move our ponderous organizations
into position to respond to business and industry at that time? The answer is contained in the question. We do
not know how to get there at the same time as they do, but we could arrange to follow them all the way there.
We could reinvent our organizations and our development and delivery of programs so that they are résponsive
and adaptive.

Just-in-time } o : S

- Just in case is a system where students are pushed through the system independently of whether there are
jobs available or not. Just-in-time is based on an entirely different premise. Instead of developing elaborate

systems to see whether the just in case batch system will meet future needs, the two-year institiitions would
produce iust what is needed in time for the next step, which is turned to produce just in time for the next, and
so on. Just-in-time training would preduce graduates not on speculation but, instead, on the basis of jobs.
Just-in-time pulls students through the system on the basis of real rather than_potential jobs.. N
This is a dramatically different view of training and of how training organizations operate. Rather than
commit ten 1nan years to ascertain how. many cellular radio technologists will be needed in 1990 so that we can
get started. planning in 1985 for program launch in 1988, a system is developed to produce whatever number of
cellular radio technologists are needed just-in-time for employers to put them to work. , o
- This will obviously mean two things: improved program development strategies and revamped delivery
mechanisms. Diplcma programs currently take one to three years from idea to implementation and then two
more vears until the first grads emerge. The development time could be cut from years to weeks and the
program delivered in a series of short-time blocks of one topic at a time. This would allow easy movement
between work and study and would:allow colleges to integrate training and retraining in one delivery model.
As for delivery, programs which have one entry point for incoming students and one exit point for graduates
two years later are obsolete. - A system which allows for short concentrated periods of study which can be taken

consecutively or with alternating periods of work is an imperative in the era of retraining. The batch system has
been convenient for educators but a problem for graduates and for employers. Weé need to céde some of our
convenience arid develop a system which will produce a continuous flow of graduates or at least many exits per
year. We must b able to increase or decrease this flow on short notice. S

Nea-ly two decades after its emergence as a major sector of education in this country, it is time to reinvent

the community college. The concept of just-in-time has obvious utility in this process.

John S. Scharf, Chairman; Development Division
Kelsey Institute of Applied Arts and Sciences

Edited and reprinted with permission of College Canada (September 1, 1985), Association of Canadian Community
Colleges, 110 Eglinton Avenué West, 2nd Floor, Toronto, Ontario, CANADA M4R 1A3.

For further information, contact the author at the Kelsey Institute of Applied Arts and Sciences, P.O. Box 1520,
Saskatoon, Saskatchewan, CANADA 57K 3R5.

Suanne D. Roueche; Editor
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TURBOCHARGING THE SCORING OF WRITING ASSIGNMENTS

: Durmg the Sprmg 1985 Semester the Staff Development Committee of Ventura College offered a program
ent1tled ertmg Across the Currlcu.um Facultv from the humamtles natural saences ‘and soaal sciences

rescurces )ust when resources were dlmlmshmg

This concern led to a procedure for speeding up or turbocharging the scoring process. First, scoring criteria
were_ established: scoring has be ,me more consistent, and the criteria have eliminated the need to reread
papers. Second, the students were given a copy of the criteria: they have a strongéer sénse of what is expected

and submit better papers that can be read faster. S
The criteria developed and used by program participants in theéir classrooms follow: note thai the criteria

assign primary importance to course contént and secondary importance to language usage. The criteria are

easily modified to include the requirements for illustrations, charts; diagrams, etc.

A RATING SCALE FOR WRITING ASSIGNMENTS WHICH FOCL!S ON COURSE CONTENT
Letter
Grade Criteria

A The answer shows a superior understandmg of the toplc The written response: (1) presents factors of

central significance and explains them with substantial factual detail; (2) clear'y shows how these factors

operate; (3) has structure and mechanics which serve content.

B The answer demorstrates an accurate. grasp of thetoplc The response (1) presents important factors
and explains them with appropriate specifics; (2) shows less detailed knowledge and less synthesis than

the A paper; (3) has structure and mechanics which usually serve content.

C The answer demonstrates an acceptable but commonplace understandmg of the topic. The response:

(1) presents important factors but explains them with only the most obvious specifics; (2, delineates only
the most obvious implications; (3) has structure and mechanics which may cause the reader minor

dlstrachon

o

The answer demonstrates. only limited understandmg ora partlal misunderstanding of the topic. The

response: (1) may use unimportant factors or may explain 1mportant factors or their significance with

little coherence or specificity; (2) mey make a number of serious factual errors; (3) has structure and
mechanics which sometime impede the reader s understandmg

F Theianswer demonstrates iittle ¢ or no grasp of the topic. The response: (1) may significantlv misstate
facts or misinterpret them; (2) may fail completely to justify the choice of factors; (3) may bé a string of
generalizations without specifics or specifics without generalizations; (4) has structure and mechanics

which may caus? the reader c1gn1f1cant difficulty.
Thomas A. McDanrold -
Staff Development Facilitator 17
For further information, contact the author at Ventura College, 6442 Telegraph Road, Ventura, CA 92003,

J) Community College Leadership Program, The University of Texas at Austin; EDB 34R. Austin; Texas 78712




ATTABOYS, WARM F'JZZIES, AND THE GOLDEN GLOW

How do you get that extra effort that makes a good school into a great one? Use the combination of
"attaboys, warm fuzzies, and the golden glow." In today’s shortage of educational finances, the paucity of
discretlonary' monetary funds is toc quickly evident. ,Salar,y raises arc often more symbolic than significant. Yet
educators need the positive stroke of the reward. So unless the recipients are starving, these magic words can
mean more: "thank you," "good work;" "I appreciate it," or simply "attaboy." When accompanied by the
pressing of the flesh (handshake, pat on the back); these 51mple words can work small miracles.

But how do you know where and when to use the magic words? As for the where, you must distinguish
between good work and just getting the job done—that's called "the deserving concept,” and on it rests the
honesty of ycur "attaboys.” Don't broadcas: these good "attaboys" like grass seed; be selective, as in planting
potatoes' Rut when m,doubt, use them. As for the when, find out who's doing good work a,nd,dzstmgxusl.
bétWééh "doihg thé Wbrk" ém‘ "gé%ting ctédit fdr thé work doi‘ié " Plug yOut -ear ihto thé Sbckét bf what'’s being

Then there is the "written attaboy."

Mrs. Fiitzboomer just told me of your extr effort in building the SQUARM system, and I thank
you for your time and originality in this matter. Your work has made this a better school!

You should acknowledge the person (Mrs. Flitzboomer) who sent you the original information! It'll send nice
"warm.fuzzies" between those two people, and both will feel more positive.about you. Time involved? Three

minutes of long hand, two minutes at a word processor; or thirty seconds of dictation:

Need a higher level of "attaboy"? Try the written letter of commendation, couched in more formal terms;
with the original placed in the personnel folder. You can use it in letters of recommendation or promotlon and
the recipient should be told about it. Cost? A little highe, than the written "attaboy" because you're using
letterhead paper and a carbon instead of your scratch pad. o ) B )

For higher motivational tools, let your mind really reach: small plaques to hang on office walls, compleie
with notices to the local hewsp’ap’e"r public accoiades at schbbl dinners, gradUatidhs and other events. Chdose

spreading the " goiden glow "

Any classroom instructor who has thrown away his red gradmg pen (red says anger) and plcked up a soft
green or blue one has taken the first tiny step. After a good answer, give the student a written "good work" or,
better still, an "attaboy." If that's too much trouble, use a cheap rubber printing stamp' Paste a gold star, just
like in grade school. If the action is deservmg make the motion.

can most 1mmed1ately brlghten a day

An "attaboy" or a "warm fuzzy" is as easy as reaching for your memo pad and green pen With your
leadership, a class, or a department, or an entire college can develop the "golden glow."

Dav1d Holcombe

Blue Ridge Technical College

For further information, contact the author at Blue Riage Technical College, Route 2, Flat Rock, NC 28731.
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Suanne o) Roueche Edltor
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ON THE VALUE OF REINVENTING THE WHEEL

~ When 1 first joined the League for Innovation i 1975, one of my first tasks was to become acquainted with
the member colleges:  During tnat first year, [ visited thirty-five campuses, spending one or two days on each,

meeting staff members, touring facilities, and holding sessions with those interested in the League. After my
visit to four or five campuses, I began assuming a role as a carrier and catalyst for innovative 1deas. 1 realized

that I was stocking up on the cutting edge notions from each of the campuses [ visited, and I thought I could be
of great service to other campuses by sharing those ideas and helping to develop networks among staff membeis
who were dealing with similar topics and issues.

During my visits to_the next five or ten colleges, I attempted to share ideas I had discovered on other

campuses and encourage conimunication among interested parties. When reviewing a new idea on one campus,
I was often quick to respond, "You will be pleased to kniow that staff members at x-community college are also

developing a similar program, and they are trying some approaches in which I know you will be interested."
The response to my enthusiasm for connecting ideas was more often than not met with passivity, and in some
few cases, scorn. When I e :amined what was happening, I came to realize that the great educationa! truism,
"We do not believe in reinventing the wheel," was not universally ascribed to by my colleagues.

In higher education generally, and in community colieges particularly, great allegiance is paid to the concept
of not reinventing the wheel. It is one of the more basic truisms associated with the culture of edwucation. I
have never heard anyone in our field openly disagree with the basic concept. And yet, in my experience; I find
many people disagreeing with the basic concept in their actual behavior.

There is probably something innately human about wanting to make one’s own wheel: "This is my wheel; it
is unlike any other wheel in the universe; I am proud of my wheel." The dynamics of this sentiment are
powerful indeed and probably underscore the oft-repeated behavior of reinventing the wheel on our campiises.
There apparently are values associated with the process of reinventing the wheel, some of which are expressed
as follows:

1. I take ownership of the wheels I reinvent. Adapting someone else’s wheel to my situation may cost less in

time, energy. and funds; and the final product may be better designed; but it is still someorie else’s wheel.
The wheel I have shaped for my college, for my classroom; is my wheel; and I own it. It reflects my own

idiosyncracies; my own needs, my own style. It also reflects my special understanding of the way my
college works and of what my own students need. It is a tailor-made wheel for the special circumstances
in which I live and work. And because I care enotigh to fashion this wheel for my environment, there is a
chance that it is a better wheel than any I can adapt. In any case, it is my wheel and therefore an
extension of me, a part of me that I give to my college; to my students: . The kind of commitment I have to
my own wheel probably adds a great deal to making me a better staff member; making me a better teacher.
2. The process of reinventing the wheel is a process that makes me feel creative and good about myself. 1 know that
other wheels exist. I know there are packages of software for the courses I teach and the programs I
manage. I know that other community college practitioners have designed documents, approaches, and
methodologies that would probably work fairly well for my campus or for my students.
But I do not want - myself simply as an adaptor of other people’s materials. I-am a creative and
innovative teacher a- 'ministrator, and I want to mess around with my own stuff. I want to challenge
my own intelligence, "t to explore my own creativity; I want to design innovations that come out of
me: My ideas are jus nod as anyone else’s; and if I don’t have a chance to exercise them, I wili be
reduced to a copycat. 1 9

4@,‘, Community College Leadership Program, The University of Texas at Austin, EDB 348, Austin, Texas 78712




Teaching and administering are creative processes; and tnat is why I am attracted to the profession. This is
a professior: that encourages me to be creative and even allows me opportunities to be so. If that takes the
form of reinventing the wheel, then that is the way I am creative.

3. When I reinvent wheels, I learn froni my own iiistakes, When 1 try to adapt the wheels of others to my college
or to my classroom, it is easy tc blame them for the difficulties I experience. It is easy to criticize the way
they have designed the wheel, the language they have used, and the effectiveness with which it gets the

job done.

When I reinvent ‘my own wheel I have to take respon51b111ty for 1t and it gives me a charice to correct my
own mistakes. If the wheel isn’t quite right, then I take responsibility for whittling it down or aligning it
differently. Since it is a product of ray creativity, and since I take full ownership of it, it is well known to
me and not so t,hreatemng, And since it is not threatening, I am freer to learn thé mistakes I havé madé in
designing and developing it.

4. 1 take great pride in my ) reinvented wheel. In fact, I am not sure there ever was a wheel like the one I have
made. I do not even think in the language of "reinvendon." For me, my wheel is a first invention; I am

proud that I have made it.

mvented and it is the only one of its kind for me. I necd to take pnde in my work, and I needr to heip

students and my colleagues take pride in the work they do. Making my "original" whee! gives me great

pride and ercourages me to develop that pride in others.

And so, I have come to realize that there is value in reinventing the wheel. Something there is in human
nature that makes the process of reinventing the wheel a very personal and important one. One could do worse
than to be a reinventor of wheels.

Terry O’Banion

Executive Director

League for Innovation in the Community College

For further information, contact the author at the League for Innovation in the Community College, 23276 S.
Pointe Drive, Suite 103, Laguna Hills, CA 92653.
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CULTURAL LITERACY

. A few years ago [ was conducting some experiments to measure the effectiveness of a piece of writing when it
is read by real audiences under controlled conditions. One memorable day my experiment took me tc some
students at a community college, and my complacency about-adult literacy was forever shattered! . This

community college was located in Richmond, Virginia, and you will grasp the irony of the Jocation in a moment;
Our first experiments went well, because we started out by giving the students a paper to read on the topic of
"friendship." When they were reading about friendship these students showed themselves, on average, to be
literate. But that changed with the next piece of writing tt.at we asked them to read. It was a comparison of the

characters of Ulysses S. Grant and Robert E: Lee, and the students” performance on that task was, to be blunt
about it, illiterate: Our results showed that Grarit and Lee simply were not familiar names to these young adults
in the capital of the Confederacy!-

~ Shortly after having that disorienting experience, I discovered that Professor Richard Anderson of the Center
for Reading Research in Urbana, Illinois, and other researchers in psycholinguistics throughout the world had
reached some firm conclusions about the importance of background knowledge in reading. For instance, in one
experiment Anderson and his colleagues discovered that an otherwise literate audience in India could not
properly read a simple text about an American wedding: But by the same token, an otherwise literate audience
in_America could not properly read a simple text about an Indian wedding. Why riot? It wasn't a matter of

vocabulary, or phonics or word recognition; it was a matter of background knowledge, of cultural literacy.

Anderson and others have shown that to read a text with understanding one needs to have the background

knowledge that the author has tacitly assumed the reader to have. Back in the 18th century, when mass literacy
was beginning to be a reality in Creat Britain, Dr. John.on invoked a personage whom he called "the common

reader" as the possessor-of the background knowledge that a writer can tacitly assume readers in the larger
culture to-have. Similarly, in present day America, the common reader needs to have what I am calling

"cultural literacy" in order to read general materials with understanding. Research has shown that this
background knowledge is a fundamental requirement for meaningful literacy.
To give you an example of the need for cultural literacy, I shall quote a snippet: S
A federal appeals panel today upheld an order barring foreclosure on a Missouri farm, saying
that U.S. Agriculture Secretary John R. Block has reneged on his respcnsibilities to some debt

ridden farmers. The appeals panel directed the USDA to create a system of processing loan
deferments and of publicizing them as it said Congress had intended. The panel said that it is

the responsibility of the agriculture secretary to carry out this intent ' not as a private banker, but
... .as a public broker. ' (The Washington Post, December 29, 1983, p. A-13) , ] ,
Imagine that item being read by persons who have been trained in phonics and so on, but who are culturally
illiterate: They might know words like "foreclosure," but théy would not understand the text as a whole: Who
gave the order that the federal panel upheld? What is a federal appeals panel? Even if culturally illiterate
readers bothered to look up individual words, they would not have much idea of the reality being referred to.

Thomas Jefferson said that he would prefer newspapers without government to government without
newspapers. He thought that the very concept of American democracy, depending as it does on all citizens

having a vote, requires an informed citizenry and universal literacy. On Jefferson’s pririciples, we might ventiire
this definition of the background information that ari American citizen ought to have in order to be truly literate:

It is "the background information required to read serious American newspapers and magazines with

understanding.” This knowledge would include political, proverbial, Fistorical, and scientific information as
part of the general background knowledge that I am calling " cultural literacy. "

_One reason that we as a nation have hesitated to make a collective decision about the background knowledge
that Americans should know is that we object to such decisions being dictated to us from on high. We govern
our schools through more than twenty thousand independent school districts, each of which decides or fails to

decide such matters for itself, and which imposes or fails to impose its decisions on students and teachers. But

K¢ Community College Leadership Program; The University of Texas at Austin, EDB 348, Austin, Texas 78712
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despite this diversity in our schools, there is nonetheless an unstated body of information that is assumed by
writers of books magazines training manuals and _newspapers. Th’ev assume,_ they must assume, a "common

But to an illiterate adult who is unawaré of what literate persons are expected to know such assumptions by
writers could be regarded as a conspiracy of the literate against the illiterate, for the purpose of keeping them
out of the club. Althoi'gh newspaper reporters, writers. of books, and the framers of the Verbal SAT test

necessarily make assumptions about the things that literate persons should know, no one ever announces what

that body of information is. So, although we Americans object to pronouncements from on high about what we
should know, writers and other people in influential positions necessarily assume that there is a body of
information which literate people do know. And this creates a kind of silent dictating from on high about the
thmgs adults should know in order to be truly hterate 77777 S )
- ‘Some decades ago there appeared in Britain a charmmg book called 1066 and All That. It déalt with facts of
British history that had been learned by every British schoolchild, but which had become scrambled and
confused in the adult mind. The book was hilarious to Britons, because their memories were not quite as vague
and scrambled as the versions of history presented in the book. These Britons knew. all too well that their
school knowledge had. become vague with the passage of time, but, of course, this forgetting of minor details
didn’t make them less literate than they had been as children. Background information of the sort that is
needed for true literacy is neither detailed nor expert information, tiough it is accurate in its outlines.

In our own country, Noah Webster's language publications starting in 1783 and culminating in the great
Anmterican Dictionary of the English Language of 1828, were declarations of cultiral and linguistic 1ndependence that
reﬂected our 1ndeoendent nahonhood Webster was the. George Washmgton of American hteracy, his American

of natlonai t'adlttons facts and valnes

_in contrast to this early American practice of 1mparhng natlonally shared traditions along with instruction in
reading and writing, we encounter the more recent practice of teaching literacy as a set of technical skills. There
is en0ugh truth in the idea that hteracy is a set of transferable Skl“S to make such educahonal formahsm a

piesent themselves as technicians who remain above the cultural battle. This posture of neutral expertness is

nowhere_better illustrated ihan in_the official curriculum guides of certain states (for instance, the state of

California) which mention; as do these so-called "curriculum guides," no specific contents at all. In earlier days,
American educators carefully combined the technical skills of reading and writing \with background knowledge
that is to say, with the acculturative side of literacy teach’ng But in our own day, after fifty years of the skills-
approacn and despite the advarices we have niade in -reading research and in educaiirg the disadvantaged, we
find a decline in SAT scores and an apparent increase in cultural fragmentation.

‘We ai' know that cur continuing failure to achieve a high jevei of naticnal literacy insures a contmumg lack of
subtlety ‘n the communications. that we can transmit widely in speeches, books and newspapers by means of the

national language _Even a training manual for instance, can be much more effeLtlve .and functlonal if it can

only the level of general culture, but also the level of polmcal discussion and of technical and economic
effectiveness. The time has come for Americans to be decisive and explicit and specitic about the background
information that a citizen should know in order to be literate iri the 1980s. If we were to act decisively to defire

cultural literacy, then adult lite racy would risé as a matter of course.

E D i—iiiScn jr

University of Virginia

For further 1nformatlon, contact the author at the Department of Exnglish, University of Virginia, Charlottesville,
Virginia 22903.

Suanne D: Roueche, Editor
Apm4 1986 VO' Viii, No. 10
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CONDUCTING SUCCESSFUL EUROPEAN STUDY TOURS

A European Study Tour can providé an unparalleled opportunity for leammg through real-life expenences

We have conducted five such tours and are convinced that we have pasitively affected the lives and education of

our students with this instructional method: . Our three-hour on-campus art history course is designed to

incorporate a two-week European art study tour during either the spring break or a summer semester. Besides

their normal classroom responsibilities, the students participate in moneymaking projects to partially fund their
tour and take on operational duties related to the tour itself, such 2s: tour coordinator, working directly with
the travel agent; baggage comptroller, responsible for all the baggage at the terminals; or projects director; in
charge of moneymaking projects. [Only those students who have been actively involved in the moneymaking

pro;ects are allowed to parti-ipate in the tour.]

General Consrderatrons

1. The course includes both content sub]ect matter as well as travel basics.
a. Students can enroll for the course with or without the tour included.
.. Background history, customs, and etiquette in the couintries to be visitéd are presented
¢. Information about packing, exchanging money, basic hygiene, and group cocperation are other

~ diSscussion items.
d. Those participating in the tour are. _required to write a personal tour reaction paper in addition to the

usual class tests and research paper.

2. Two or more courses in other disciplines can te offered in conjunction with one study tour (i.e., literature,

drama or history):
a. Individual instructors can design semester courses which- mglude the study tour.
b. The classes can meet independently to study courseé subject matter and jointly to cover special topics

like "survival language. "
c. Teachers and students alike benefit from de51gmng mterdlscrplmary expeﬁefiEes into the tour

d. Teachers who are new to foreign travel may want to jointly sponsor a tour with a more "seasoned"
traveler/teacher:

3. Gphons for financing the instructors’ tour can be explored.
a. Institutions may see the tour as a faculty development expenditure.

b. Travel companies often offer a free or rediiced rate to tour sponsors, or divide the cost among the

other participants.
c. Student enrollmerit fees for the courses mlght mclude a "tour fee" to help cover some of the costs.

4. A physrcal exam should be required of all tour members:

a. Perhaps the college’s health center could provide the exams.
b:  Each participant should be properly immunized.
c. Teachers should be aware of any tour member’s health problems or medications.
d. Instructors should have the right to refuse anyone deemed a health "risk" from parhmpahng
5. Instructors and students should be aware of college llablllt‘y travel insurance, carrier regulations, and
passport procedurés.
a. College liability releases, srgned by partrcrpants, serve to protect the teacherc ard the college.

b. The carrier or travel agent can provide reasonable travei insurance:
: c. Passports should be acquired far ahead of the departure date.
6. A Study Tour can be offered every other year.
a. This affords each student at the college an opportumty to participaté at least once.
b. The tour can be used as a récruitment and retention tool.
¢. Moneymaking projects can be extended for a year or longer if desired.
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Moneymaking Possibilities (art orientation)
Halloween spook house | o ,
Student illustrated calendars, Christmas cards, or coloring books
Foreign theme dinners

Student art auction , o

Private commissions {signs, logos, etc.)

Silk screened clothing; posters or cards

OV YT LN

Student Skills Enhanced

Cooperation with others

Money management
Advertisement and marketing
Public relations o
Application of learned artistic skills
Self confidence. . ..
Leadership opportunities

Awareness of other countries and cultures

\D100IN GV U i W N I

Basic "Mechanics" of a Study Tour -

1: Work with a reputable travel company and agent. - S o
Decide on a maneuverable number of tour members. [We find twenty students and two sponsors ideal ]
Consider spring tours._They encounter fewer other tourists in most places.

Assign each participant; including the instructors, a number. "Counting off" is a good way to occasionally

1 G0 N

- see that everyone is present. L : .

5. Make one person responsible for all the tickets at airport counters to expedite processing.

6. Purchase all museum or other tickets at the same time to obtain group or student rates. -
7. Require participants to carry the names, addressec, una teiepricne numbers of the hotels with them at all

times, along with money for public transportation should they get lost. o ,
Don'’t plan too much for a two-week tour. [We find one or two major cities and side trips to be more than
- enough.] e - -

9. Suggest that tour meinbers travel with older luggage, if possible. :

[0 o]]

10. Consider markiry, all the group’s luggage in a distinctive way in order to avoid loss.
11. Itineraries should be sent to family or guardians prior to departure, in case of an emergency.

12. Fly out of a major city. if possible, to obtain better rates:

13. Suggest money belts for secliring money, passports, etc. [We require them:]

14. Be sure students take appropriate attire for the planned events, as well as walking shoes. .

i5. Participants should carzy nutritional food bars or an equivalent with them each day as schedules and meals

~ are often irregular while traveling. : . - ) S o

16. Consider allowing students a "free day" during the tour.. [We require each student to inform us of his/her

destination and encourage groups of two or three to travel together.] ] , ,

17. Be emphatic about illegal drug usage abroad! Make sure everyone is aware that any possession of drugs can
jeopardize the entire group. o 7 S )

18. Don’t promiseé to sé€ any specific sights. Many places are temporarily closed due to restorations, strikes, or
holidays. [We say: "Every attempt will be made to see . . . M

19: Make regular passport checks to assure the safety of students and instructors.

Vicki L. Mitchell Kenneth E. Mitchell

Colby Community College Colby Community College

For further information, contact the authors at Colby Community College, 1255 South Range, Colby, KS 67701,
| 913462-3984.

~ Suanrie D. Roueche, Editor
April 11, 1986, Vol. Vill, No. 11
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TEACHING CRITICAL THINKING AND VALUING AS BASIC SKILLS

Study after study has shown that students at. cor ununity_colleges define themselves as goal-oriented; work-
oriented students trying to develop skills which will enable them to succeed in a world dominated by
technology. Community colleges have rightly sought to appeal to such students, by emphasizing both technical
and saentific training and the preparation in basic skills—such as writing—that are needed as prerequisites for
such training: However, I am concerned that many of us in community colleges sometime forget that the
teaching of writing involves much more than covering the essentials of grammar and paragraph development.

_ As a teacher of freshman composition at a community college on the Mexican border, a college whose
studenis are predominantly Hispanic, I have been concerned about the political implications of the teaching of
writing—especially since; like Carl Rogers; I realize increasingly that I am "only interested in learnings which
significantly influence behavior." =Paradoxically, however, I have observed that the students in my "Research

and Critical Writing" course have consistently failed to reap what I feel are the real benefits of education in

general and of writing a research paper in particular: skill in critical thinking—the ability to abstract themselves
from a given set of biases in order to analyze and evaluate their environment—and growth in the ability to apply
their values in the decision-making process, a growth which may follow from the development of critical
thinking skills. My belief that my own methodology was contributing to this failure led me to restructure the
course and to emphasize the "basic skills" of critical thinking and valuing. = . : - o

_ I began with the assumption that the teaching of writing is a political act: Surely all of us as educators believe

that there is some connection between writing and life—but what exactly is that connection? How does the

teaching of writing define our assumptions about and our relationships to the human community? How do
freshman composition courses—the ones required for most of our students—reflect our involvement (or lack of
involvement) in a world of social change? :

_ In "Politics and the English Language," George Orwell insisted that learniing to Writé is inherently political—
that there is a direct connection between how we write and how we think, and so ultimately, how we act in the
world. Since this essay is so often used in composition courses, we must assume that many teachers of writing

agree with that perspective. Surely the authors of most freshman rhetoric_texts reveal, implicitly and explicitly,

their belief in that connection: discussion of, for example,; connctation, euphemism, and argumentation all deal
with the ability of language to affect the real world of experience. Apparently, then, many composition
instructors are convinced that there is some relationship between being an effective writer and being an effective
citizen in a democracy, and with being an effective humave being. And surely the keéy to this relationship
between writing and action is our teaching of critical thinking and the ability to apply values to real-world
contexts. : : L L , o

But our current teaching of composition all too often contains subtle political messages which belie the

supposedly liberating, democratizing quality of literacy. Richard Ohmann, for example, contends that freshman
composition courses—far from developing true critical thinking and valuing skills—simply reinforce a chauvinist,

exploitative. world-view. A popular freshman rhetoric states near the beginning of the book that "To leamn to
write . . . is to learn to think in a certain way," in a way that will help one "succeed" in a "technological
society"—in a way, that is, that does not provoke students to challenge their society, but ratheér socializes them
to conform to it. And this paradox—the assumption that writing should help students develop. "critical

thinking" skills yet also p.epare them for unquestioning acquiescence to the values of "technological society"—
is precisely the evil which Ohmann finds in current versions of the freshman English course. o
. Clearly, then; learning to write is not necessarily liberating; in fact, writing courses all too often form part of
an educational system that stifles, that domesticates: Yet the Brazilian-born educator Paulo Freire has shown

how the teaching of writing ran indeed be liberating. Freire has defined what he calls the "cultiire of silence" of
poor people in the Third World. In response to this passivity, Freire has devoted his professional career to
creating a "pedagogy of the oppressed," a methodology of teaching literacy whereby the impoverished masses

. 25
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can be freed from the restricting world-view and learn to "rename" the werld—to combine word and a«tion in a
literacy which is as much a consciousness-raising as it is a study of grammar. N L
I believe that many of my students are also victims of this "culture of silence": years of discrimination and
poverty have trapped them in the same sense of alienaiion and powerlessriess which aftiicts the poor in the

Third World. Instead of reinforcing this_dangerous passivity, I decided to use Freire’'s pedagogy to create

writing projects that would foster true critical thinking and valuing skills:

I began by selecting Jonathan Kozol’s assault on American education—The Night is Dark and 1 am Far From
Home—as the practical basis (what Freire calls the "generative theme") for both the coiirse content and the
research project. Kozol writes that U.S. public schools act as a system of state indoctrination which conditions
students to deny their own consciences. What Kozol proposes instéad is "education by dialectic"—supplying
students with enough information to challenge the bias of theé state, and thus to form their own conclusions

about the nature of reahty

ff'untu USA, and Huelgal In addmon rather than lecture I divided the students into nine groups; each was

responsible for creating 2 class presentation based on assigned readings in bocks I placed on reserve—readings
designed to allow the students to challerge the conventional assumptions of their society (as defined by Kozol).
These readings included Plato’s "Myth of the Cave," The Washington Connection and Third World Fascism, Cry of

the People Mzs,mg and essays. by Martm Luther ng The resultmg group projects were both entertalmng and

representmg the Waest, the Communist bloc, and the Third World; debatmg the_resolution that no nation has the
right to interfere in the affairs of any other; another group took Gull and Western Corporation to "trial” in the

case of the death of a former employee of the corporation in the Dominican Republic; another group dramatized

the transcript of the trial of Rosika Schwimmer, an immigrant from Hungary who was denied uhzenthp

because of her pacifism:.

Moreover, 1 asked each group to respond to its particular work riot only on the basis of factual queshona, but

also on the basu of vaiue> " D'o’ you thmk Nyere of Tanzama is nght when he says that 10 one should have a

owr. values and to test those values by applymg them to real- world dilemmas. .

But the major project of the semester was, of course, the research paper, and it too served as a log1cal

extension of our exploration of Kozal’s thesis that American education is never neutral: Each student selected

for a topic some crucial event; person; or theme covered in high school textbooks, and then conducted enough

mdependent research to write a paper in which she evaluated how the public school texts preserited her choseri

issue. Papers Wthh mveshgated how Amencan textbooks cover such _topics as the atomic bombmg of

computer or how to solve an algebra problem—or how to punctuate a senterice. In terms of my own
experiment, I cannot quantitatively measure the growth of these abilities. But for evidence that it does occur, I
can turn to the comments of my students, for whom the experierice of the course has been more than an
academlc exercise, more than writing another research paper. In the words of one: "The class made me a better
writer. More importantly; it made me a better person."

parts of learmng to write, and are ]ust as much "basic SklllS" for our students as learning how to run a

Arthur G. Sulllvan :
El Paso Community College

For further information, contact the author at El Paso Community College P.O. Box 20500, El Paso, Téxas
79998.

Suanne D Roueche Edntor -
Apnl 18, 1986, Vol. Viil, No. 12
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THE WORD PROCESSOR AND ENGLISH COMPOSITION

Enghsh instriictors, at least those -of my acquaintance, have shown little mclnatmn to. leap upon the latest

hlgh tech bandwagon. _But now high tech is playing our song. Word processors are well established in their

reputation for greatly easing the mechanical aspects of swriting and editing. In addition, they are widely used in
business and also available as peripheral features of personal computers. As a result, a large portion of our
students now have access to them, and many are expected to master their use or the job. The time has come
for composition instructors to overcome their typlcal aversion to all things technica! and to adapt their l'eachmg

methods to the obvious advantages of composing on a word processor

Comminicatior and Fine Arts Division Director when they _persuaded me to accept a small grant to learn to use

Digital. Corporation’s. DECmate and to incorporate its use into the teaching of English composition. Ten

DECmate II's had been donated to Clark County Community College by a local newspaper, The Review Journal. 1

spent the entrre summer of 1983 learmng to type on the DECmate (1t took that long because at the outset. I

to type and edit therr composrtlons on DECmate II's.
A primary concern was: academic integrity. Neither I nor the adrrunlstratlon wanted to change the course

descnptlon of my English 101 sections; making them some kind of combination typing/composition classes or in

any other way deviant. That meant that course objectives had to remain essentially the same and that no major

changes could be made to course requirements:

Another problem was Clark County Community College’s open admissions policy. Even though my
DECmate sections were tagged in the schedule, I anticipated students registering who, for various reasons,
might niot be able to master the word processor. Would they fail the course or éarn a lower grade as a result?
Since the course description was not different from that of any other Engiish 101, by all principles of legality and
justice they could not bz penalized for not learning the DECmate. How then would they be motivated to do all
the writing required for English 101 and also learn to type on the DECmate?

English 101—DECmate Style

The first semester (Fall 1983) that I taught one DECmate section of English 101 was not particularly successful.
The DECmate lab was not set up until the third ot fourth week into the semester. Also, I did not schedule
rnuch class time in the lab. I allowed just one penod for students to look at the overview software, which gave
them a vague idea of DECmate’s capabilities but little specific instruction.. After that I counted on them to learn
the system on their own. Few of them did so; even though instructional software and manuals were available
for that purpose.. =

I decided that for foiiowmg semesters every possrbie technlque to increase student mohvahon had to be
employed I was partially assisted by the budget office, which tacked a lab fee on to the DECmate English 101
sections. That, of course, helped restrict enrollment to students motivated enough to pay an extra $20.00.
However, nicre encouragement was needed. First, I asked the printing office to design certificates of
achievernent lﬁat i‘éad "[Stiidéiit ﬁaiﬁél h'as ﬁ‘ia§t§réd thé élérﬁéﬁtéi‘y éditirig fééh.ii‘éé 6f DECIii&t? II " I

would. look toa potenhal employer To this I added a graphrc descrxptlon of m my own limited abilities to master

anything technical.. Then I showed them the course syllabus, which I had typed on the DECmate.

All of this was quite effective for a starter; but I needed more: Initial training, I concluded, was crucial, so I
scheduled more time in the first three weeks of class in the DECmate lab. Dividing my class in half (class size
on any given day averages about 20 _after early drops), 7I left half in the classroom watching a tape/slide
presentation on the paragraph and took the other half to the lab to view the DECmate instructional software.
We have ten terminals, so this generally worked out to one student per terminal, with occasional sharing. Each
student spent two class periods in the lab, which was sufficient for most to complete the programmed

instructional course. I stressed the need for further practice aad?;he probable necessity of reviewing the material

\)‘ . AR — B I . . I . Z B . - [
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on the student's own_ fime. 1 also pornted out the DECmate manuals available in the lab with step-by-step

written instructions for all phases of operation: in addition, the students were provided with a hand-out with

start-up irstructions and a list or basic procedures:
These pract'-es assured that most students, at the end of the first three weeks of class, could generate

somethlng in writing from the DECmate. They had also, incidentally, reviewed the basics of paragraph writing.
Having purchased their personal diskettes from the bookstore,- they were at last ready for a written
assignment—a long delay, to be sure, but one I considered worthwhile. They were assigned a paragraph and

given a week to turn out a printed copy. Most students submitted typed paragraphs. I lavrshly praised their

technical skills while critiquing their. writing with usual rigor. Thereafter, I conducted class in the traditional

manner, _though after the second or third writing assignment, I clipped achievement certificates to all DECmate-

produced papers.

As I stated at the start, I could not change basic objectives or course requirements to accommodate the
DECmate component. However, I felt that certain modifications were justified. For example, editing is an
intrinsic part of writing, and DECmate’s foremost advantage is that it eases the _editing process. Therefore, 1
required all papers to be rewritten and edited. Ten percent of the course grade was earned through paper
editing (and quizzes). I decided not to make that percentage any larger because I wanted students to put their
best efforts into writing an excellent paper the first time around. Editing after grad1ng all too often. consists of

correcting errors the instructor has marked, without much thought to serious revision. The DECmate; I'm sorry

to report, has not eliminated this problem, thoiugh I'm trying to change the way I grade by making the kinds of

comments that will lead to revision; not just the correction of mechanical errors:

ln addmon to the grade for edltmg I mcluded a requlrement that all _papers be typed but agaln, due to the

could riot hold to this requ1rement absolutely I explalned thls to my studenits up- front—stressrng of course, the
obvious advantages to typlng their papers on the DECimate, including the ease of edmng graded papers.

The DECmate Lab

eiééﬁﬁénr The DEGmate= are remarkably durable “but abuse is always possrble Most of all a mcmtor well

though, that the students are tralmng themseives, they should not be hovered over or given instructions verbally
when such znformatron is available in the lab manuals. The monitor should invervene only when the problem
appears beyond the student abahty to solve it. Such supervision can most eft'é'ch'i/ély také plate if the

I also recommend that DECmate lab monitors be hired and supervrsed by the same. administrative entity that

houses the English program. English faculty should be closely involved in training and supervision.

In Summary :

_Not only is the BECmate/Englrsh 101 mamage at Clark Countv Communlty College still intact after two years,
but offspring are on the way. In March, 1985, I trained elght adjunct English faculty in my combination
techniiques. Four of them have agreed o teach English 101 sections with the DECmate component for Fall 1985.

Woid processors do not automatically turn poor or mediocre students into articulate writers. But, from a
purely mechanical standpoint, they certainly make the writing process easier. They don’t teach a student to
compose any better, but they eliminate the frustration of recopying. Composition teachers today are at fault if

they do not actively encourage students to utilize the most effective techniques of getting words on paper,

thereby freeing them to concentrate on their real chores: discovering what they want to say and the best way to
say it:

Joan Doggrell
Clark County Community Col!ege

For further information, contact the author at Clark éounty Community College, 3200 East Cheyenne Avenue,
North Las Vegas; NV 89030.

Suanne D Roueche EdltOT
Apnl 25, 1986, Vol. Vill, No. 13
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HOW TO ENCOURAGE DESPAIRING STUDENTS AND PREVENT
THEM FROM DISAPPEARING

_Often students drop classes unnecessaniy They don't know that though and quit working wher they

could have succeeded They sometunes drop desplte the1r mstructors efforts to encourage them to keep

helplessly as they struggle ﬂounder drift into despair and glve up. However, the pnncrples of expectancy
value theory may be useful in talking effectively with discouraged students.

Expectancy Value Theory o : : i S
The basic premise of the expectancy value theory is: The more confidence one has that an action will

producé a desired result, the more likely one is to complete the action.
Notice the links in the chain:
1. People expect that their actions will produce results.
2. They expect that the results will prodiice rewards.
3. They expect that the rewards will be valuable.
Expectancy value theory directly implies that coxlege students will stay in a course and work hard when
they bzlieve that staying and working hard will produce rewards that they value. As iong as they have positive

expectations, they will persist despite all the common troubles students have—working with difficult material,

making low grades, and having personal problems. If, however, they become convinced that their work is gomg
to produce nothing rewardmg and valuable to them; they will quit. Note that the key to student persistence is
not what really will happen in the future but what students expect will happen.

How to Use Expectancy Value Theory
Expect that Work Leads io Rcsults—Many students truly believe that they are too dumb '~ succeed; and their

first attempts to study often convince thern further. If the work is difficult; if there’s a lot of it, if time is short,

and if learning comes slowly, then students often conclude they can’t learn at all: Conversely, sometimes the
best students set very high standards for themselves, then conclude they cannot get the grade, and become

discouraged.
Sometimes an instructor merely needs to point out that more time on task w:ll improve performarce—and

derrionstratinig samie will give the stident incentive to continué. For example, many students taking Coliege
Algebra and Calculus need to put in 15 hours or more of study a week; iriany underestiiriate "learning time."

told that this cycle is qtnte normal and that they must devote more time to revrewmg prevrously learned

material. An instructor needs to say, "I know it’s difficult, it could take x-amount of time, but I believe you can

succeed if you take my suggestion. "
Students often use ineffective study techniques; assurning that this is likely, instructors should descnbe

techniques that work. For example, in our Anatomy and Physiology course (taken by students in such programs
as Dental Hygxene Nursmg, and: Resplratory Therapy) both conceph_al understandmg and an extraordmary

lxghter memory load continue to study anatomy and physiology the same way They read they underime and

they reread ,,,T,}‘SY often cram the materiai into long study periods. The consequences of therr study methods
are short memories and confusion of the new terms. Then, they despair over the results of their exams. An
instructor can demonstrat: the use of effective memory techmques——e g., using the keyword methcd of
memorizing; distributing study sessions over many shorter sessions; studying a few concepts at a time; burldmg
larger sets gradually; and testing themselves frequently. It is encouraging to hear about methods that promise to

produce good results.

RR

ad
y Co‘l?ge Leadersnhip Program, The University of Texas at Austin, EDB 348 Auwustin, Texds 78712

Q




The key to encouraging them is to determine whether in fact they can succeed given their level of

preparation and the time remaining in the course. If you conclude they can succeed, then vividly recall those
who have made it in the past, look these present students in the eye, and tell them soberly and confidéntly that
they can make it. When you know yourself that it's true, you can often help students believe it. : -

Expect that Results Produce Rewards—Another serious problem is students believing that they can learn the

material but that they won’'t be rewarded with things of value to them. This problem relates to the second
principle of expectancy value theory. : o , ,
~ Good grades are very important rewards to most students: If they believe their instructor won't reward
honest accomplishment with good grades, they are likely to quit trying. Often they believe that the tests are
unfair and that the teacher’s grading standards are too severe. Some instructors in our Nursing Department

conduct an item analysis on each test; identifying poor test items and eliminating them from the grading. They
share what they are doing with their students, and students are encouraged that the testing/grading system is
fair: - ) o k o -

Students want their work and-the course content to have some value after the course is over. Far too

often, instructors just teach the subject and don’t relate it to financial; social, intellectual, personal, altruistic,

legal, and other situations outside the classroom. Students are encouraged to hear: "At this point in time, this
bit of information will allow youto ....* =~ = = , , L :
- Share knowledge and skills to come later in the course. Expectancy value theory holds that people are

future-oriented: It is important that students expect the coming weeks to contain intéresting, vaiuable material.
You can do this by giving "previews of coming attractions," describing forthcoming topics in an interesting way;
writing  your syllabus of assignments so that the wording promises rewarding information. When certain
material seems both dull and useless i itself, acknowledge its duilness and the amount of time and effort it wili
take to learn it. Then explain why it is important to spend that time and effort.. S S

- Expect that the Rewards are Valuable—Finally, it’s not called expectancy value theory for nothing. Until now
I've been assuming that people value ail the rewards they get from learning. But they don't always. When

people value something; they consider it important; attractive, significant, and desirable. When peoplé don't
value something, they think it is trivial, unrelated to their deeper desires, and generally unimpoitant.

 Have students identify the rewards they will value in the future; then have them identify the knowledge
that will produce these rewards—both serious and fun. As well, connect the course materia! to your own
values. Too often, we instructors look out at a sea of bored faces and teach the same material year after year:

We graduaily become convinced that the material is not valuable or interesting; and our belief shows in our torie
of voice and body language.. ... . ) ) o ,
- ....Encourage Students Before 1t's Too Late—Teachers should employ preventive miedicine. Boosting students’

beliefs that hard work leads to academic success and helps them attain the things they value does pay off.
Don’t wait until students are in acadernic trouble to provide that boost!

Dan Hodges

Coordinator of Testing

Abstracted and edited with permission from Fociis, No. 13, Winter 1985,

For further information, contact the author at Lane Community College, Testing Officé, 4600 East 30th Avenue,

Eugene, Oregon 97405.

_Suanne D: Roueche; Editor
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Dnrlng the fall of 1983; Eastern Wyoming. College s administrators became concerned with the prev1ous years

attrition of full-time students: Nationally, community colleges had an attrition rate of about 52 percent, and
EWC'’s attrition rate was 54 percent. The administrators decided that it was just as important to keep our
students in school as it was to recruit them. The Director of Admissions and the other administrators believed
that academrc advnsnng would help decrease attrition and increase o»erall enrollment The Director of
Admx;sronsfbecerjethe Coordinator of Academlc Advising, and hé was given full administrative support. It
was decided that EWC would implement a thrééiyéér plan.
Academic Advisor Selection

In_the spring of 1983, the Coordinator of Academic Advrsmg seiected  five faculty merrbers from various

disciplines to attend an A.C.T. Conference on academic advising: The faculty members were chosen because
they were dedicated to education and to Eastern Wyoming College and because they were willing to take time to
help students be more successful at EWC. This :adre of advisors became the Academic Advising Committee.
Following the A.C.T. Conference, the Academic Advising Committee conducted a workshop for all faculty
and profesmonal staff. Topics covered were: skills of académic advrs;ng, motivating Students to take
responsibility, how to work with exploratory/undecided students and academically underprepared students. -
_Five more faculty members volunteered to join the Academic Advising Committee. These ten members

agreed_to be academic advising_specialists who work with students;, regardless of their background or major:

The academic advising specialists have become the elite of our campus advisors.
Academlc Advxsmg Dellvery bystem

and prewous educahonal ba,ckgroundr An,Early Alert System (l: A S) !S usedﬁ at Easrern to 1dent1fy potenhal
'dr'c)p:foiitsf. Each student identified is éSSighéd to an adViSiﬁg §pétiéli§t. The E.A.S. criteria may be any
combination of the following: undecided/undeclared meior; general studies major; below 15 composite A.C.T.
score;. below 2.50 GPA; being_ in the lower one-third c'ass rank; having a G.E.D.; a late applicant; and other

special criteria such as health; age, and personal background. Students showing little concern for their academic

progress are also red-flagged and given an academic advising specialist who has set aside time to work with
these students on college survival skills—e.g., problem solving and goal setting. An E.A.S. student is given a
stronger possibility for success because an advisor is there to help and to care. No advisor is given more than
twenty-four advisees, so the advisor has time to take a personal interest in each one of his or her advisees. _
New Student Orientation—Néw Student Orientatirn occurs during the first two days of the school year. The
ten -advising specialists are orientation leaders. A student attends small group sessions with an orientation
leader. and fifteen to twenty other students. In these sessions the student begins. learning and developing

college survival skills: Each orientation leader helps his or her group explore interpersorali skills, survival skills,
time management; use the student handbook and the college catalog; schedule classes; and register. A student
develops a sense of belonging through the interaction that takes place in the sessions. The orientation leaders
and the students go beyond information sharing; the caring atmosphere fosters friendships and strong future
contacts for the student. B

Eastern uses the A.C.T. ASSET program, g1v1ng the Engllsh and math placement tests durrng the small group
sessions while the students are in a somewhat familiar environment. We have found that correct placement

builds_a stronger advising system, and it usually helps the students achieve success in their clasces:

Finally, orientation ends with a faculty vs. student softball game and an all-school; family-style picnic. This
strengthens the friendships made during orientation: it also shows new students that the faculty and staff at

EWC are "real people" who care about students.
Advising Materials—Each academic advisor is provided an advising handbook, advisees’ academic records, an

EWC catalog, a course transfer guide, other college catalogs, and a list of referral agencies.
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Advisor_Alert. System—'fhe Advisor Alert i is a tool used by the faculty throughout the school year. It is a form

that includes the name of the student; the course, and the summary of concern when a student begins to falter

in a course. The instructor submits the completed form to the Academic Advising Office, that in turn forwards
it to the appropriate advisor. It should be noted that this process can occur at different times during the

semester; but Advisor Alerts are always filled out a few weeks after school- begins; helping to short-circuit
problems long before mid-term when corrective action can still be taken. The advisors follow with direct

intervention—making phone calls, writing ietters, and generally. "tracking students down:" Advisors try to
identify a student’s problems in a particular class, discuss various alternatives with the student, and decide upon

a course of action. The entire process demonstrates to students that someone really cares, helps them make

good decisions and learn to accept responsibility:

- Evaluation—At the end of each semester; all advisors are evaluated in two, and sometimes three, areas:
stuue'it evaluations; attrition by advisor; and, sometimes, attrition by program._Previously, weé used an in-house
student perception inventory with a numericai scale for student evaluations. This year, we will use ths A.C.T.
Survey of Academic Advising. [An interesting 51dehght Since we began using academic advising specialists,

ratings have been consistently higher than in previous evaluations.] .

Other Aspects—Adyvisors and advisees have frequent contact during the academic year. Scheduled meetings at

scnool are common;, but an advisor and advisee often establish special bonds of friendship in other ways. Some

of our advisors report helping a student through the death of a family member, bailing a student out of jail,
having tailgate parties at rodeos, going to birthday parties, and taking phone calls at home for anything and
everythmg Many of our advisors are just people caring about people. These types of personal inve'vement
and commitment are what make academic advising "click" at EWC.

The Results
- The goal has been to decrease the atirition rate and to increase overall enrollment. From a hlgh of 54%,

Eastern Wyoming College’s attrition rate has steadily declined: 47%, to 44%, to 38%, to 34.5%, and presently to

31.9%. Also, the fall of 1985 saw the highest enrollnient ever of returning sophomores. We, of course, feel that

academic advising is working:

The Future
The Acadermc Adwsmg Comnuttee has developed a compensahon plan that w1ll ‘be lmplemented in the

members who are workmg with non-routine advisees (such as undecided or general studies majors), will be
compensated for their advising efforts.
The compensaticn plan follows: :
Number of Advisees *C.R.U. Value .

17-24 1 $750.00
9-16 213 $500.00
18 13 $250.00

*Classioom Unit is the equlvalent of a three-hour teac hing load. Advisors will be compensated either by

reducing their teaching load or by giving them additional pay, as circumstances determine:
Conclusion i

- Eastern Wyoming Coliege has found a way to momtor a student’s acadermc progress and to intervene at the
5?)}3?6}3?15&5 times to keep that student in school: the Academic Advising System. An additional benefit is the
social maturity our students gain through interaction with caring, empathetic advisors. Because our faculty
members believe in the high priority of academic advising, EWC is a productive place for students to learn.

The academic advising specialists have exemplified this spirit by volunteering to accept the extra duties of

adwsmg E.A.S. students. At this point, other faculty members are asking to become a part of the team of

specialists. Hopefully, the entire Eastern Wyoming College faculty will become acadeinic advising specialists.
Teri Kinkade

Eastern Wyoming College

For further information, contact thé author at Eastérn Wyomln'g College, 3200 West C Street, forr'm’gton, wY
82240.

Suame D. Roueche EdltOl’
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"PRACTICAL THEORY" TEACHING AND GRADING METHODS iN BUSINESS LAW CLASSES

A dozen years ago when | accepted a field position with Commerce Clearing House; | was issued an

employee manual that used the entire opening page to display these few words, "We pay for results, not

effort.” No other words; before or since, have captared the basic differences between academia and the private
sector for me: In many ways those words changed my outlook, attitude, and performance on that and
subsequent jobs. I was challenged to bring more of my perception of those différences into my teashing. I
describe my approach with a stereotypical staiement: four-year coiieges teach theory; vocational/technical
schools teach practical skills; and since two-year colleges serve both transfer and technical students, we should
teach the most "practical theory" possible, S o -

Psychologists refer to the problem of inert knowledge when describing the memorization of large units of

information that students later are unable to apply in practical settings: David Perkins of Harvard says, "The

remedy_ for inert knowledge is to teach knowledge in the context of active problem-solving, where the

knowledge is put into use as it is being acquired." Mgrano fcund: "In management courses (sich as
marketing, law, and economics), teachers can enhance their effectiveness by using case studies, class discussion,
role playing, and films." , - o o ) o o

I have attempted to combine my perception of the world of work;. psychological learning_principles; and

effective methods in my teaching. A typical business law class for me opens with a fictitions scenario involving
my students playing the o'z of local business managersiowners in the middle of a contract; bailment, or agency
dilemma. The class then discusses the problem and makes recommendations for action. I conclude by
discussing assigned cases as a method of reinforcing the principles involved. ,

- As a continuation of this teaching style, I developed dollar grading as a means of communicating moré than
points on a test: an expectation for results and a payoff for ability and/or hard work. Specifically, my straight
point method uses dollar amounits as the basis for grade decisions. I give four tests during the term; each worth
$40. The comprehensive final exam is worth $100. In addition, each student completes assigned legal research

and participates in class activities for another $40. My tests consist of multiple choice questions and are scored
by a scanner. I count each question as one dollar. If a student, for example, gets 33 of 40 answers correct on a
test, then the scanner marks the incorrect answers and prints the number 33 on the answer sheet. I then add a
dollar sign ($) to the number of correct answers (33) and record that rumber in my grade book. I tell the

students, on a wntten syllabus passed out during i've first class meeting, that they need $270 to earn an A
(90%), $240 to earn a B (80%), $210 to earn a C, and $180 for a D. I also provide students ar opportunity to
work overtime (earn extra dollars) by presenting an cral book réview in my office. Thus, students may earn as
much as $15 extra for a good book review. On the other hand, I dock their may $15 for each class absence

beginning with the fourth cut. R | S

This System has been successful in communicating grades and attitudes to my students. To my surprise, a
side effect has been that students do not plead for more points. While a student might ask a professor to "give
me four more points;" no student has yet asked me for four dollars more as a gift.

Conclusions ) ) - S o B o

The dollar grading system is a simple addtion to the straight points method of grading. It integrates more
reality into business law classes and has worked well in my effort to provide a more meaningful classroom
environment for my students.

Richard Crowe ,
Hazard Community College
Edited and réiirjnied by permission of The Journal of Legal Studies Education (Edwin W. Tucker, Editor-in-Chief),
Volume 4, Number 1, 1986.

For more information, contact the author at Hazard Community College, Hazard, KY 41761
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A COMPETITION FOR HIGH SCHOOL STUDENTS

A new community college had ]ust been built in a rural community. Twenry-elght four-year colleges and
universities were within a 50-mile radius_of this community college. An older, established community college

was. within a 20-minute drive for the majority of the population. A new city was being built around the new
college but would take many years to complete: The current high school students did not seem to be interested
in the new school. The families in the county had a yearly income whizh was ranked n1nth or tenth in the
nation. And there was a rumor going around that the new coliege (an open-door institution) would accept
anyone and was ]ust 2 contmuatxon of mgh cchool We had a problem' B

instructors. and our. courses.. Some mlght even take courses at the college while still in high school and then

transfer the credits elsewhere later on:

There was a modest beginning to the competition, which took place in May just prior to graduation. While it
had its problems, it was an obvious success: the high schools were looking forward to the next year’s
competition, and we experienced a growth (well above the college average) in our par‘lculal courses. (Of
course, we .. ‘st admit that some other variables were being introduced during that time.)

Then, the high schools asked that we hold one competition each semester, rather than only one a year. The
result was two. coinpeﬁﬁons each yeai—then foljr, then six, and then eight (there are eight high schools in the

Wnt'ng good quesnons for lndmduals, teams and even relays quickly became very time consuming for the
two full-time faculty at the college; so the high schoo! teachers became participants and submitted questions and
ideas befor2 the start of the academic year. The County Board of Education paid each team sponsor to write
questions aiid to coach the team once a week after school. The college prepared the competition, administered
the event anid handled pubhaty The high schools made anaﬁgéménts for the facilities, refreshments and
awards.

faaxlty 1nvolved s0 a service—with sources across the countv-—wés €ngaged This service submi*ted _questions

and ideas at the requested level of difficulty: The high school and college actually made up the competition, and

the college administered it: (Now the high schools have an overall administrator. and ore assigned duty is the

coordination of all phases of the competition.)
~ Presently, the hlgh schools recommend that many of their students compléte tne first two years of theéir
"coilege" program in our community college. We still don’t attract the top qtudents, but our courses continually

grow. We attribute much of the success to this competition! =

Finally, I should tell you that this i< a mathematics competition. If 3 you had begun with that knowledge you

lxkely would not have read this far. Given the anxiety that math uvsually creates, orie might seriously question

using it to get students interested in your college. But in the final analysis, the math competition has done
exactly what we hoped it would do: It has created great enthusiasm: most teams wear matching t-shirts, and
some have even written and performed their own cheers. Students and parents now know that the math
program at Howard Communlty College is a good one: we have doubled our full-time faculty in mathematis
and. look to further increases in the near future. There is another positive. off-shoot of this compecmon top

school career.

Andrew A. Bulleri

MD 21044.
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THE SUCCESS CONNECTION: EXAMINING THE FRUITS OF EXCELLENCE

In 1985 we conducted two studies of teachmg excellence in Amencan schools and community colleges. The

first study is reported in the recently published Profiling Excellence in America’s Schools, available from the

American Association of School Administrators, 1801 N. Moore Street. Arlington, Virginia 22209-9988. The
second report, Access and Excellence: The Open Door Challenge, will be publnshed by the Commumty College Press,
a D1v151on of AAC]C, in September 1986

Co'm'muruty C rdege the institution nommated by our panel of natlonallv-rocogmzed eererts as the commumty

college with the best reputation for excellence in teaching. As a result of our intensive case study at Miami-

Dade; we identified several basic re/>rms—all directed at the 1mprovement of student success. Our discussion

here will focus on those reforms most directly related o improved student persistence and achievement.

Results of the Reform at Miami-Dade Commumty College
Placement Testing—As part of the reformi system, Miami-Dade reinstated p.acement tesrmg Thé \.omparatlve

Guidance and Placement (CGP) test in reading, writing, and computation is used to place students. Using the
CGP, students who are in college for the first time, students having earned 15 college ciedits or more, and
students wishing to enroll in any math or Englisk course are required to be tested. If the C'5P results indicate

that students are deficient in any of the basic skills areas; they are required to take developmental courses and
are restricted in other coursework and course load:

Statistics documented that as a result of entry assessment and mandatory placement, retention declined in the

ﬁrst year (50% to 45%), but increased in the foliowing year (50% to 52%). Black students showed an increase in
retention rates (32% to 48%), but black students entering in 1979 showed a 25 _percent increase in the three-year
graduanon rate over those entering in 1976 {when the system was not in effect). The enrollment level stayed flat
during the implenientation of the entry assessment and mandatory placement system. Statistics compiled for
developmental students who had been in the system at Miami-Dade for three years revealed that for students

tested who needed one developmental course; 51% were still in the system or had graduated. Of students

tested who needed two developmental courses, 52% were still in the system or had graduated; and for students

tested who needed three developmental courses, 47% were still in the system or had graduated. These statistics
also revealed that if a student takes developmental courses when they are recommended, his/her chances of

graduating are nine times better than if he/she chooses to decline them.
~ Standards of Academic Progress—The Standards of Academiic Progress (SOAP) is a system whereby student
performarice iS monitored and credit load is controlled beginning once. a student has ccmpleted seven credits.

This system incorporates three levels of feedback, including warning, probation, and suspension for those

students who have a low. grade point average or excessive withdrawals from classes. Thirteen thousand

students have been suspended from Miami-Dade in the past five years under the provisions of the Standards of
Academic Progress. Miami-Dade views these suspensicns as evidence of their decisic n to convey the message to
non-achieving students that there is no longer any help that the college can provide for them and that every
effort has been extended to help them achieve success. It is intéresting to noté, howeveér, that manv of the

suspended students eventually return to the college, and when they do, their performance is generallv much

1mproved
A study condusted on the SOAP revealed that this system was cleariy related to 1mproved student academic

performance. The suspension rate has declined each term for the last four terms; and studies conducted on the
pool of students elisjible for suspension reveal that this decline is the result of itaproved perforrance on the part
of students, rath.: than to increasing numbers of students leaving Mnaml-Dade The study also revealed that
the load restrictions and other supportive SOAP measures are producing the ititended outcomes of increased
student performance, persisterice and success.

Student Information Systems—l'hrough the use of theé Academic Alert qystem, all studenis receive

individualized information concerning their current academic progress when they have been in attendance

3 . o
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apprwxmately six weeks into each term: In a survey conducted on the use of the Academic Alert System, 93%
of the stcdents at Miami-Dade indicated that *hey apnreciated receiving the personalized information when it
was still possible to implement a plan for corrective action, and faculty expressed satisfaction with the results, as

well.
The ‘deserr'ent and Graduation Infoi mation SyStéih' (AGIS) Reeps students informed of the progress they are

making - towards completing the requirements of a_ specific program of study, perfoims checks for those

graciuating by pinpointing completed courses and currently enrolled courses, and recommends courses which

ave required for an unencumbered transfe: to.an upper-division university:

Intervention—A study of Miami-Dade’s interveniion system revealed that early assistance and more direction

for those experiencing difficulty help students to improve perfosrmance. Statistics from the study revealed that
when 4,171 students were alerted through the use of the Aczderic Alert System, 82% were able to avoid being
placc-i on academic warning at the end of the school terra. 4. siudy at Miami-Dade’s South Campus revealed
that of 624 students who were experiencing academic dxfhcu]ty those that did seek assistarice—in the ferm of a

course which dealt with study skills, time management and personal goals—shcw=d a dramatic increase in
performance. The grade point. aVerage of these students increased by .88 (on a 4.0 scale). Subsequent]y, those

students who did not take advantage ¢ additional assistance services experienced a d Jine in their grade point

average of .44. This study also reveaiec. that the students whe did seek acdditiona! 4csistance had an iricrease of

74 percent in successful course-completion rate, while those students who did ot seck additional sssistatice

experienced a decline.
A study over a period of three years md1cated that the percentage of stidents performlrﬂ sahstactonly in all

courses at midterm has increased from 45 io 52 percent. In a comparison of two groups. of students at Miami-
Dade, 86 percent of the stadents who were aierted to. -improve their performance_at the middle of the term met

the required academic standards at the erd of the term, in contrast to only 7€ percent of those students who

were not provided with any information._ Statistics from the study also revealed a strong positive correlation

between attendance and acadermc performance The facultv now mamtam attendance records for all classes,

The eollege Level Academic Sklils ‘Test—The Col]ege Level Ac“demlc Sl’qlls Test (CLASI) was first glven in
Florida in the fall of 1982. This test was a condition for proceeding to the jurin.: year in state universities. The
results of the June 1983 administration of the CLAST show that Miami-Dade Commmunity College Associate

Degree graduates post high scores in computation as compared to other colleges and universities. The Miami-

Dade Associate in Arts graduates had a mean score in computation that was hxgher than 25 of the other 27

community colleges, and six of the nine universities. These results were particularly 1mpressnve in view of the

fact that approximately 50 percent of the entering students at Miami-Dade test as deficient in mathematics in the

college placement test.

Conclusion
Our study of Mlaml-Dade Commumty College documents well what uo]leges can do to be more successful

with today’s diverse student populations. These students can succeed if the communiiy college builds, ‘and
¢aforces, respon51ble policies and procedures to keep students from makmg other irresponsible decisions in their
lives. Miami-Dade is a model of open-access with solid evidence of qualitv in teaching.

jéEﬁ E Réijééﬁé George A. Baker, I
T rofessor and Dlrector CCLP Associate Professor of Educahonal Administration
University of Texas at Austin University of Texas at Austin

Abstracted and editéd with permission of the Commumty Technical, and Junior College Journai (AACJZ), April,
1985.

Access and Excellence: The Open Door C hallenge can be ordered from the Community College Press, Amierican
Associaiion of Comununity, Technical, and Junior Colleges, One Dupont Circie N.W., Suite 410, Washington,

D.C. 2003¢.

- Suanre D. Roueche, Editor
August 8, 1986 Wol. Vill, No. 17
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IMPROVING LEARNING IN COMMUNITY COLLEGES

I dori’t kiiow what the world will look like in 15 years. No one does. Iferﬁaps the one thmg that we can

predict with some certainty is that the world will continue to change and that education is the best way we

know of io prepare people to change.
The abilities that have become valuabie in our kind of world are the skills of svnthesis and applicatiori.

The demand for these higher levels of cognitive development has an analogy in today’s perceptron of
physical fitness as a developmental process: when machinery replaced musclés on the job, people moved to
a higher level of physica! development; perhaps the agé of the computer will have a similar impact on

cognitive development Instead of performmg the low level cognitive skills of memory and recail; which are

handled better by a computer today, huinan beings are now free to concentrate on higher level
development—analysis. synthesis, and the ability ‘o use knowledge:

Following this line of reasoning, I a<ked myself how educators might go about developing a program of

"learning fitness" comparable to the physical fitness movemenc that has so captured public fancy. Let me

give some examples of how the concepts behind physical fitness apply equally well to learning fitness.
1. The dissemination of research on physical fitress has been helpful and the general public proved fairly
easy to reach and to teach. Smokmg has declined, jogging has increased; knowledge about the
cardiovascular system has spread, and many people know the difference between exercising to develop

muscle strength ard exercising to develop heart and. lung capacity: If learning fitness came to be

perceived as important as physical fitness, would not people be eager for more knowledge about how

to artain it?
2. Fitness is develop-nental It is clearly understood that no onf caa give people physical ﬁtness—not

Nautilus, not Adidas, not jane Fonda, and not the national and local park and recreation system.
Experts can diagnose, prescribe, and offer feedback, but in the final analysis, both phy51cal fitness and
learning fitness are qualities that peuple must attain for themselves. Tha best we can do is provide the
_ environment, the equipment, and the support system to enable people to develop themselves.
3. We cannot modify the rules of physical fitness to take account of e life circumstances of the aspirant:

We can’t, for example, suggest that aduits invest less time in the process because they have job and

family respon51brlrt1es-—althovgh we can certainly make jogging tracks available, put exercise rooms

and swimming pools in tiotels, make the hours of Nautilus consistent with adult schedules, and deliver

~ inspiration and information:
4. We can’t make everyone equal in physical. fitness. Ever‘ Jneé can 1mprove and everyone can do

something—even if from a wheelchair or in homeés for “the elderly. But the challenge must _be
consistent with the ability and condition of the learner. Today s concept of physical fitness is busically
non-competitive. Sure, there are a few super siars who win the Boston Marathon, but for most people
the companionship of running together and the feeling that they are doing something good for
themselves is enough:

5. Fitness must have some payotf it has to work. People need the reinfrrcing feedback of feeling better
looking better, and in general takmg pride in their accomplishment. One of the intcresting things
about physical fitness is that people are willing to wait for long:term resuilts. Joggers do have tc see
improvement, but it does riot need to be today or tomorrow. Indeed; the current advice seems to be
that intermittent exercisé is better than constant pushmg and that muscles need time to recover and

~ time to grow and develop.

6. Fitness is never finished. We cannot partmpate in a rlgorous well-balanced program as young people
and hope to remain fit for the rest of our lives. We will all slip out of shape from time to time, but we

should learn early in life what being in st:ape feels like and we should know how to get in shape.

™ O |
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7. Fitness is for amateurs. There is no myshque about it, and exper is do not mnrmdate Althougl" °0dy

builders and marathon athletes may know everything thére is to know and do everythiing there i5 10 do
_ in developing their own expertise, they do not deter the rest of 15 rom knowing what works for as.
8. Fitness does not require large expenditures of money. Wearing the right shoes will surely. helP- but
stylish jogging outfits and fancy equipment are incidental, anc lack of funds is rarely heard @S an

excuse for doing nothing. :
9. Fitness is active. No one ever became fxt by watchlng someone else or hstenmg to dvsscrlph"ns of

fltness Pesple who are models of ﬁtness can insplre experts can demOncrrate exemsec and 5k1115r and

develop fitness is to 2ngage actively in the activities that are known or thought to lead to that goa1
If the goal of a good college is to prepare students for a lifetime of active Iear'vng what do we know from
research and experience about the processes of teaching and leamning and how to 1mprove them? _.

One of the better applications. of research knowledge en teaching and leamlng in higher educaﬁon is
found in the recent NIE Report on educational reform entitled, Invoiveinent i Learning (Study Group OM the

Conditions of Excellence in American Higher Education, 1984). The committee of educational resea”Shers

conclude that "The quality of undergraduate education could be significantly improved if American colleges

and universities would apply existing knowledge about three critical conditions of excellence—i{1) st¥dent
lnvolvement (2) lugh expectanors and (3) assessment and feedbaCR" (p 17).

iearmng process” (p 17). It doesn'’t take research to convmce any teacher_that involvement i in Jearning jg

critical; our: owr: learning experiences and those of our students offer ample testimony. But thé two
fundamenta! pnnmples derived from research by the authors of the NIE Report bear highlighting:

1. The amount of student learning and personal development associated wi‘h any educationial progfam js

dlrectiy proportional to the quality and quantity of student involvement in tha! program, and
2. The effectiveness of any educational policy or practice is directly related to the capacity of the pohq or
practice to 1mprove student involvement in learning (p. 19j.

Sandy Astin, in Ackieving Educational Excellerice, contends that students who are involved in 3imt\st
anything on the campus are more llkely to learn ard less likely to drop out than students who remain 0 the
periphery. This positive effect occurs in all types of institutions ar.d among all types of students. Hold"\” a
part-time job, participating in athletics, student government, honcts programs and almost anything els€. that

brings the student into closer contact with faculty and fellow students seems to result jn a € Osgr
identification with the college with the attendant positive effects on student retention.

Because residential living and student activities are not significant aspects of the community C"“ege
envirominient, the burden of involving students falls heavily on classrooin téucheérs. But the typical College
tlassroom doesn’t demand much 1nvolvement on the part of students. Therefore, the task for teacher5 IS to
encourage students to put forth the exertion that is required for learning.

Research suggests that community college_teachers strive for student involvement in the classroom are

significantly concerned. about individual differences, are student-oriented, and conscientiously proVide

feedback on student performance. And while they seem to fall short in hoidxng high expectations fof Nejr

students; there is now a growing movement among community colleges to raise expectations and to deMang

performance.
I salute you—~ominunity college teachers and administrators concerniéd about teaching—as the frontline

for teaching excellénce.
K. Paticia Cross
Harvard Graduate School of Education

Abstracted from " Improvmg Learning in Community Colleges,” presented to the National Conferenc® on
Teaching Excellence, The University of Texas, Austin, May 21, 1986.

Gutman lerary, Applan Nay, Cambndge M/ 02138-3704.
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Suanne D. Roueche, Egitor
- September 12, 1986, Vol. Viii, No. 18

N@Vﬁmmmkawukaﬁbnofghgﬂadonalhmfa&aﬂmOrW!DMbumED6348 mumoffexasa(":ﬁqn
Austin, Texas 768712, {512} 471-7545. Subscriptions:are available to nonconsortium members_for $35 per year. Fundieg in pan by the W.K. “bgg
Foundanonamsuw Richardson Foundation. issoad weekly when classes are in session during fall and spmgtermsandmmlydumgmesu""her

‘he University of Texas at Austin, 1986 as i
EKmemnspennmamvybymmmmmmMm 7‘3 pssN 017 1ogx




INNOVATION ABSTRACTS 3-"

| I N |
Published by the Néﬁonal Institute for Stéiff and O@éhi?&ﬁbhél DéVélObh‘iéht

With support frorm the W. K. Ketiogg Foundation and Sid W: Richardson Foundation

"INTERACTIVE ERRANDS": TOOLS TO ENHANCE THE COMMUNICATIVE
CCMPETENCE OF ESL STUDENTS

Ratlonale
We all understand that peop,e who leave their native countries have dxffxculty ad]ustmg to the. language

and customs of a néw land. and are likely to have 3 hard time locating and using community resources. The

inconvenience and frustration these people experience can be prolanged and debiliteting, dgpendmg upan

how well individuals and systems within the host country respond. to their needs. Educational institutiors

such as community colleges bear 2 unique responsibility for assisting with the adjustment processes of these

newcomers.
. The_ time students spend with mstructors in a community college classroom, however, is clearly

insufticient for them to develop complete "communicative competence.” Such commiunicative competénce,
including the ability to exchange meaningful cognitive and affective information in a full range of
circumstances, can only be acquired via natural, genuine personal contacts. The out- of-class world s a rich
but usually under-exploited resource for the acquisition of this competence

Procedureés ,
Several out-of-class ass'gnments at Austin Commumty College are employed specifically to enhance

communicative competence among ESL (English as a second language) students. Because they require the
initiation of contact with outsiders, these assignnients are called interactive errands.

Students are sent into the suUrroundirg community on interactive errands to build up lmgunshc
sociolinguistic, and informational cajallities which can ease their adaptation to life in the United States.
Among potential interactive errands are "idiom searches," "human bingo," site visits; and team "quests."

Idiom searches are activities in which students take a list of English expressions and get two or three native
speakers to explain those expressions and give 2xamples to contextualize their meanings: Site visits and
team quests; instead of sending students by themselves; dispatch them in groups to gather facts about
historical locations and community. organizations: :

Human bingo is frequently used at professwnal education confererices as a "mixer" {0 get people to mect
and learn a few facts about each other. [t requires participants to gét the signatures of several individuals
who fit a number of descriptions r€Volvmg around a common topic. The task is considered complete when
participants have gathered enough signatures to fill up a row or column on their bmgc cards.

Ideally, interactive errands are introduced, conducted; and evaluated in a purposive fashion. At Austin

Community College; a three-part process is followed to capitalize upon the advantages of the method.

In-class ornentatio.

An in-class oriertation process Precedes each mteractwe érrand to equip students with the necessary
confidence and competerice. Generally, the ingredients in such: an oriéntation are vocabulary, question-
asking etiquette and termmology grammar, cultural features related to the topic of the errand, and an
cppcrtunity to practice asking and answering questicns with each other.
~ For a "human bingo" sheet dealing with the topic of food, for example, the instructor mlght lead students
through the following sequence of activities before sending them to collect SAgnatures

1. Explormg the meanings of "outdoor gnll " vfood processor, " " chili dog," and other unfamiliar terms

appearing in the sixteen cells of the _signature card.
2. Expiaining the advisability and mechanics of . settmg the stage before posing questions to strangers or

casual acquaintances: (It's probably not a good idea to accost a stranger with, "Hi. My name’s
Abdullah. Have you ever used a doggie bag?")
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3. I‘.evnewmg Enghsh questlon forms which students will need to employ in theu conversahons with
outsiders; e:g., "You wash dishes every day" turns into "Do you wash dishes every day?"--but "You

~ have made apple pie" does rot yield "Do you have made apple pie?"

4. Discussing why Americans might or might not bake bread as much today as they did forty or fifty
years ago; what kind of person might bé most likelv to use a food processor, eat ai salad bars, or
participate in activities against world hunger; to what degree fast food chains selling ice cream may

have become common in large American cities; etc. _ -

5. Having the class split into pairs or two large groups to role- play the process of askmg an outsider

questions from the bingo sheet, and following up the practice with a group discussior. of rough spots,
etc.

Performmg the errands
Interactwe errands max1mlze students control and d1rect10n over the1r own learmng expenences Ih

and where they feel most comfortable doing so. 1‘1ey are free to ask people of their choice to sign their

signature cards which allows them to proceed at their own pace from less-demanding encounters to others

which call for initiative and pluck.

Furthermcre, students are bound to do and learn more in the process of preparing for and performing
interactive errands than simply finishing the relatively uncomplicated errands themselves. They may
expericnce mcnal 51tuat10ns and learn facts wh1ch otherwme would be slow in coming to them. It may

Americans are most hLety to help them complete the1r tasks in a cooperative, frlendly fashion. .
By fulfiliing the terms of an_academic assignment such as a site visit or idiom search, forelgn -born ESL

students whose home envirenment is monolmgu‘d may gradually develop a desire and capacity to venture
into English-speaking society on their own in the future. Because they incorporate speaking, listening,
reading, and writing, interactive errands may contribute to students’ holistic development.

De- bnefng and sl’ulx ad;ustment

eii:bijhtéts 1f they have conducted a commumty site visit to a llbrarv or hospltal for example, they mtght

p:2sent an ora! repori to the rest of the class. At this point, instructors can gauge how difficult the errand

was in practice,.tc. what degree different students displayed a spirit of adventure in carrying it out, and how
much students actually learned from the errand. Following up this classroom procedure with an interchange
in the weekly written "dialogue journal" circulated between students and their instructors is another way
for the benetits of an interactive errand to be identified and consolidated.

Coniclusion i :
The process "Wough which fore.gn -born students adapt to life in America has numerous tomponents it

is within the power of a stiong ESL curriculum to cordribute substantially to at least three of these

components: leariing our language; understanding our culture; and finding out how the organizations and
facilities of our communities can be used. If they institute out-of-class interactive language errands as a part
of a comprehensive pedagogical program, we believe ihat ESL instructors will be well on their way to
enhancmg the communicativé competencé and contrlbutmg to the cultural adaptation of their students.

Phillip Vendlttl , Robert Pahruth
Parallel Studies Division Parallel Studies Division. ..
Austin Community College Austin Community College

For further information, contact the authors at Austin Community College, P.O. Box 2285, Austin, TX
78768.
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1 GOT MY B.A. BY SHEER LUCK, OR HOW STUDY SKILLS SAVED THE STUDENT

NOW IT CAN BE TCLD: 1 got my. B.A. Dy sheer luck: 1 say sheer luck because; if events were ordmary, 7

would have failed aimost every course: Instead; when things looked impossible, soine "chance" idea pulled

me out. Here is my story:

Professor Kalb (the students called hlm "ng Tut") was especially rough that year. - Somie said that an
editor had turned down his manuscript; others said that he was just tired of students. But whatever it was,
exactly 63.6 percent of the class failed Egyptian History. And if it wWere not for sheer luck, I'd have raised

the percentage to 65.4. -
- I remember most v1v1dlv the fnghtenmg pace of the lecturez. No one could take notes as fast as "ng

Tut" talked, especially when he became excited. My frantic scribbling and almost indecipherable

abbreviating were so slow that I missed more than hzif: Without complete notes, it was impossible to study.
I was lucky to have gotten even the 38 on one exam. As the fellows used to say, the "handwriting on the
’sarcophagus’" was clear for me. -1 knew that my only chance for survival was to get fuller notes. -

That night after the exam grades came out, I tried to fall asleep—to-forget my devastating grade for even
awhile—but words like "hieroglyphics" and "rosetta stone" kept kaleidoscoping and _rolling through my
mind. As I mulled over my missing more than half of each lecture; I suddenly hit upon an idea: Why not
leave every other line on my note paper blank?_Then during the following period I could recall the lecture
and fill in the missing portions. _In deference to the ancients, I called this the "Osiris Plan."

_The next day i tried the "Osiris Plan," and it worked! What luck! At first it was difficult to recall the

lecthre but as days passed, it became sort of a game... Often, in the privacy of my room I would, in softer
voice; imitate the old professor and try to redeliver the lecture as best as 1 could without looking at my
notes. ThlS ~mimicry almost. got me into trouble, when, on a rare occasion; the professor called on me to

caught myself, the- Fllows sa1d I sounded "exactly like Old Tut."
One evening while quietly reciting the day’s lecture to myself, 1 made an 1mportant dlscovery In trymg

to make my presentation as smooth as possible (about this time I had begun imagining that I was a lecturer),

I used the transitional words "Now that we have discussed the major reason for the pheriomenal success of
Pharoah Hophra, let us look at the subsidiary reasons.” At that moment I stopped still, for at no time did
the professor ever cut up the lecture into topics and subtopics; nevertheless, the topics and -subtopics were
neatly packaged and embedded into the seeming onrush of words, waiting to be perceived by the student.
With this secvet in mind, 1 found that I could take better notes during the lecture; and during the periods
after c[ak s I could very easlly supply the missing. portlons, ﬁllmg in the blank every other-lme

notes. ]ust sit back and fisten:" Although this sounded t00 ‘easy to be good advice, I was struck by the

great intelligence of my fellow students who could remember the main ideas of lecture after lecture, just by

listening. I knew I couldn’t; so to hide my inferior intelligerice, I continiied taking notes, completing them
directly after class, categorizing the ideas, supplying titles and subtitlés, and reciting the lectuires.

Another incident finally convinced me of my intellectual inferiority when I found_that the other students
just "flipped the pages" of the textbook. But poor me; I had to work on each chapter for hours. It was. only

luck: that I wasn’t found out, because the professor never quizzed us on our reading; everything depended
on the final exam. I was luckier still when looking in the library stacks for a book on Egyptian religion I ran
across an entire shelf filled with books on Egypt: I spent the rest of the day until 10:00 p.m. (closing time)
perusing this lucky find: I finally picked out three books which were written in a style easy enough for itie
to understand, and I took these back to my room.. By first reading these extra books, I found I could come
back to the assigned chapter in the textbook and understand -it better. 1 noticed that the author of our
textbook frequently referred by footnote to these library books. So with luck I solved the textbook problem:

Well; all of this simply led up to the final examination. There I was with a notebook; about two inches
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thick, filled with lecture notes. Now, was I to memorize all these notes for the exe ~ And the textbook?

Realizing that I didn’t have the brains to memorize everythlng in my notes, I dec. (this time without
Osiris’s help) to read each lecture bearing one focusing thought in mind: "What is the really imporiant idea
here"‘ As I found the answer, Id )c:t thrs central I.Jornt on separate sheets whrch 1 called "Qummary

issues.” I then did the same witn my textbook.
Thus armed, | aligned the "Summary Sheets" so that the main issues for both the lecture and textbook

synchronized. I learned these main issues by first reading them over, thinking about them, reflecting on

them, then without looking at my notes; by trying to recite them in my own words: 1 went through my

summary sheets in the same way, issue by issue.

1 guess that 1 had played the role of the professor too long, because after having mastered these main
1ssues, I composed ten quest:n \--questrons that l d ask 1f I were the pro‘es:.or Still having - sorne time left I

what [ had staked my life on? Weli, I thought; "It is too late to change:" . With the feeling that my luck had

sbriiething I felt almost adequate But the warm glow was short-lived. Whai if the prbfessdr didn't ask
really run out; 1 half-heartedly studied for six more hours: I went to bed at 10:00 for a good night’s sleep,
having refused to go to the second show of a "relaxing" movie with the rest of the boys.

On the way {o the examination room the next morning, I knew without question that my luck had run
out when I met Jack who sat next to me. He had not taken a single note all semester; he had not even
gone through the motions of "flipping" the textbook pages. When I asked why he wasn’t nervous, he
answered, "This is the semester for Examination Set #4, the one dealing with dates, names of pharoahs,
dynasties, battles, and so forth."

"What's Examination Set #4?" =
_ Everybo:iv on campus except me; | guess knew that old "Km;: Tut" had five sets of examinations (ten
questions in every set), which he rotated over a five-year pericd. Though "Kxng Tut" collected the
minieographed questions from each student, he did not reckon with the organizing ability of frate nity
students. The plan worked like this: Specific students were given the mission to memorize questior. #1,
another group to memorize #2, and so forth. When the st udents _left the examination room, they jotted
down these questions quickly from memory and put them iutu ihc fraternity hopper. In this clever way aii
five sets of the examination found their way into the files of numerous students..

I knew then that even Osiris and Ra, put together, couldn’t help me: I had studied relatlonshxps

The room was hot, yet others complained of the cold. My mind reeled. 1 knew my luck had run out.
Dimly, as the examination shee's were passed up each row, I heard successive moans of various kinds:
"Oh, No!" "No!" and occasivnal uncontrolled, almost hysterical laughter. I thought that perhaps the
professor had by mistake given out Exam #5 instead of the anticipated #4.

By the hme the sheets reached me { always sat in the rear corner of the room where it was qu1eter) I too,

réad the ten questlons They wre the same.ten questions that 1 had. made up only yesterday--not in the
same order; but nevertheless, the same ten questions. How could that be? One chance in a million, I'm

sure: How lucky can one get? I recovered my composure and wrote and wrote and wrote.

"Old Tut" gave me a 100 plus. He penned a note saying, "Thank goodness for one good scholar in all
my years of teaching.” But he didn’t know the long line of luck that I had, and I never told him.

Now that twenty years have passed, I think that it is safe to reveal that here is oneé fellow who got his

B.A. just by sheer luck.

Walter Pauk

Cornell University

Repnnted with permission of Walter Pauk and the International Reading Association.

For further information, contact the author at Cornell University, 147 Olin Hall, Ithaca, New York 14853.
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them creatmty or risk-taking." This is a dlsheartemng pronouricement to those who valie creahvnty In an
atmosphere of management that stresses specialization, standardization, efficiency, and quantification;,
creativity may be seen as béitig too risky and expensive. After all; how can a manager be creative when the

mission of ‘management is to redi:ce risks? How can a manager be creative when short-term goals are

emphasized to_the detriment of a lorg-term view? Given these circumstarces, it could be true that creativity

is not viewed as being "valuable. "

Can we learn creativity?

Hasrison Gough, Director of the Institute of Personalxty Assessmerit and Research at the Umver51ty of
California-Berkeley, suggests three ways to view creativity. First, we can see the creative person as being
mad, or nearly so. Or, second, weé rn see-the creative person as being essentially disconnected from the act
of creativity. Finally, we can -see- creahwty as a possibility open to every person; as an expression of
personality that may be highly developed in some but which is present in everyone. . __

If executives see creativity as either macness or mysticism, and many of them probably do, they will ot

want many creative_people in their organizations, no matter how great th need may be for innovation. On

the other hand, if executives see creativity as a possibility to be develor=d in everyone, then the question
becomes not whether creative people should be encouraged in organi.ations, but how we can develop_the
creahwty that is a!ready there The dlfference is one of genera..v. creativity—the in-born creativity of an

as a resource that already exists in their orgamzahons waiting to be developed execuhves may be able to

reconcile the need for innovation with the need for conservative, low-risk management styles:
How can organizations tap creative resources and make them useful and profitable? One way is to reduce

orgamzahonal "certainties." In other words, to nurture innovation and simultaneously watch the bottom
line means an organization should provide the "triggers" to stimulate creativity, as well as the "certainties"
necessary to produce a profitable product.
Triggers

What mlght soimie of these creahwty tnggers be7

Sabbaticals, long a strategy of academia; can be used as a weapon agamst "burnout. "

Another_ possible trigger is. the trading of executives and managers; he or she would bnng fresh
perspectives and skills to the new job. .

Being given early freedom and respon51b1hty for a proiect of some importance could trigger creahvnty ina
company’s new manigers. William Ouchi, in Theory Z, gives an example of this in Japanese industry.
When onie firm is faced with a major decision, the task of laying out the one best solution for consideration
is a551gned to the _youngest and newest member of the department involved. Although this young manager
obviously would like to come up with a recommendation acceptable to the boss; "the young person cannot
completely figure out from others what the boss wants, and must add his own thoughts: This is how

variety enters the decision process in a Japanese company." And variety; if it is consistently sought, can

lead to innovative solutions:

Incubation and illumination

These are three possible triggers that organizations might consider for éncouraging apphed creahvnty in
their organizations. If they sound a little far-out, it may be because we are accustomed to structuring
organizations primarily for the preparation of solutions and decisions, and for their verification. But
preparation is only_the first step; and verification only the last step; of a four-step. pracess of creativity that

was suggested by George Wallas in The Art of Thought. The full process of creativity begins with preparation,

during which all data are gathered, analyzed; and studied; and alternative solutions are suggested.
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incubation. dunng which the problem is allowed to bubb]e and the alternative soluhons studied in the
preparation phase are allowed to bump against onie another. For this phasé oiir organizations are not well
suited. And according to Wallas’ theory, if you can't let the problem incubate, you are unlikely to arrive at
phase three, illumination—the Eureka! of the creative process. Perhaps by not providing structure. for

incubation; our organizations are encouragmg mundane  solutions—Ilow-risk maybe; but not verv high in

potential either. Wallas’ final step in his description of the creative process is verification—a test of the idea’s

pragmatic value: Here again, as for the preparation phase, organizations are well equipped. Sc it’s the vital
incubatiorvillumination stages that we seem to ignore in structuring our organizations.
A climate of creativity

A sense of the value of innovation has to permeate the organization. Michael Lombardo has suggeated

five things organizations can do to create a climaté favorablé for incubation and illumination:

. Buffering. Executives can ook for ways to abscrb the risks of innovation. Obviously thls takes the
pressure off the potentially creative manager and puts it where it perhaps really belongs.
Organizational Time Outs. Send people away from the office to work on a problem Remove the aura
of gold-bricking from time spent just thinking. ,

¢ Intuition. Give half-baked ideas a chance. Act on intuition occasionally. Take a ﬂyer Even if you

lose; at least the air gets charged and people know that ideas are valued, not fatally prejudged:

o Innovative Attitudes. Encourage everyone in the organization to think of ways to solve problems they

encounter in their work. Encourage them to ask why; to think: There must be a better way.

¢ Innovative Organizational Structures. Provide new employees, especially managers, with diverseé rolé
models and mentors. Let thein get a feel for the entire organization, and encourage them to feel a
respon51b111ty for the well-being of the entire organization.

Ideas for 1ncreasmg the chances for innovation in an orgamzahon are not hard fo fmd and many of them

are fairly easy to implement. Recently we asked a group of managers to list some ideas for making
innovation a part of their orgamzahonal culture. Here are some of their ideas:

Keep highly innovative people in the organization by eliminating the management track as a necessity

¢ Top management can make it clear to everyone that the organu_ahon wants to be innovative.

for advancement. Add a high-creative track for development and advancement:

Create an innovation ombudsman to assure that all ideas get a fair hearing.
Create idea teams to tackle special problems.

"Jse the media to publicize the organization’s commitiment to innovation. -
Introduce training programs in innovative problem solving and creative thmkmg
Set up hot lines between divisions for quick communication on problems

Arrange in- house creativity conf erences and bneﬁngs

even tangentially related as well.

If these 1deas seem 1nc0n<rstent W1th orgamzatronal hfe as we know it maybe 1t:, because our

Dr. Stanley S. Gryskiewicz, jai{éeiof

Creativity Development Programs

Wilfred H. Drath. Center for Creative Leadershlp, P.O. Box P-l Greensboro NC 27402 1660.
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PRECEPTORSHIP: IT REALLY WORKS!

Hxstory and Purpose _
Preceptorship! After four years. th1° term is niow a- "household” word at Réd Deer College The

program—a rewarding experienice for stiidents,- college instructors, and hospltal staff—is a final clinical
experience where on-the-job learning is. individualized through a student’s relationship with a precepto.,

- The preceptorship_program arose to facilitate learning in the final course of the nursing program:

PreceptorShlp—a learning method to aid in the prevention and ease the impact of reahty shock—allows

students to be exposed to the realistic view of nursing while still a student. Both nursing education and
nursing service are concerned with the disillusionment and frustrations of new graduates as they enter
nursing practice. The preceptorsh:p concept provides a link between service and education.

Descnpt“on of a Preceptor . ,
- A preceptor is a nurse who is a positive role model and a clinical expert—someone who is competent in

the clinical knowledge and_skills_required for practice in her area. Facilitator, teacher, observer, and

evaluator are terms used to describe a preceptor: She must be able to establish sound interpersonal

refationships, generate and examine alternatives, seek assistance from others (exhibit problem-solving skills),
give both positive and constructive feedback; and must want to teach students and facilitate their learning.

We request that the preceptors have been employed by the hospital for a minimumn of one yeéar, to énsure
that they can function as resources around hospital philosophy, policy, and procedure interpretation.

Plannmg S
Initially, we planned the | program set out tasks and timelines, and developed a handbook explammg the

components of the practicum course and preceptorship. We hosted a tea for vll the involved agencies. We

met with head nurses, directers, and assistant directors of nursing to outline the proposed program and
obtain initial feedback. To our surprise and joy, we received immediate support and approval.
A student/preceptor handbook ‘was also developed wh1ch mcluded ~course information and the vanous

We met with the students to distribute the student/preceptor hanubooks to_describe the. program, to

request their learning objectives and asked them to meet with their preceptors prior to commencement of

their experience. - The purpose of the meeting between students and preceptors was to allow them to

become acquainted and to review the learning objectives.
Workshops for preceptors were conducted to establlsh the functxons, roles, ,and commumcatxon systems of

communication difficulties. We encouraged open communication. and discassion be: .cen student and

We attempted, to pred1ct problem areas—such as, personallty dlfferences dispa v in values, and

preceptor; but agreed that intervention by a rollege instructor would be made to resoive any debilitating

conflrcts or situations (e.g., the extended absence of the preceptor).

A skill inventory list—common procedures which the student was expected to perform competently—-was
developed to help meet individual student objectives. The student and preceptor were required to review
the inventory together and then plan assignments and experiences that would providé thé gréatést number
of learning opportun1t1es
Implr mentation '

The first preceptor.zhlp program began in May 1982. Students had devemped learnmg ob)ectxves for the

clinical areas they had chosen. Preceptors had attended an orientation workshop and had met with

instructors to determine communication lines and times. Meetings between preceptors, students, and

T
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instructors were scheduled on mdmdual bases ,,,,,

During the course of the program, the students reported feehng a part of the unit team and gammg

insights into the functions of team leaders, heac nurses, and umt secretaries. The preceptors were seriously

committed to their new role, examined their own skills, studied and carefully evaluated student progress:
The unit staff welcomed the students and worked hard to maintain an exemplary standard of nursing
care. We were encouraged to see our students gro.: in self-confidence and independence and tc witness
rapport and caring between student and preceptor. Instructors worked flexible hours to accommodate
meeting with students and preceptors working various shitts; asidé from scheduled meetmgs we worked on

_ The_evaluation system included quesnonnalres to be completed by both students and _preceptors.
Evaluation of the clinical experience and of preceptors was completed by the students: Both students and

preceptors were asked to complete weekly progress notes, illustrating the student’s ongoing performance: A
summary evaluation of the student was completed by the preceptor. An evaluation tool was designed to
collect data related to the evaluation system itself.

Evaluation :
The overall feedback was posmve and supportxve of the program. Students identified consistent, direct

supervision; continuity of learning and evaluation; a decrease in anxiety and an increase in confidence; and a

realistic approach to nursing as key elements of the program. They felt respected and accepted as part of

the nursing staff. They described the program as well organized and a valuable jearning experience: Most
students felt that the evaluation system was fair, accurate, and immediate and that it provided for the
riecessary fecdback or. strengths and weaknesses. The only criticism from students was that completing
weekly progress riotes was too time consuming,. : o e

The -preceptors 1dent1ﬁed a greater conhnmtv in teathmg as a program plus Most felt it had been a
rewarding experience. They found the students to be less stressed, more seciire, and better able to build
self-confidence. . Many identified the program as vastly superior to_the prior practicum experience. .Some

preceptors felt that the weekly progress notes were necessary as they identified areas where the student

could improve and provided an ongoing means to evaluate an experience. Others found them difficult to

complete initially but easier over time with assistance from instructors. Preceptors in specialty areas

1dent1ﬁed the need for forms more d1rectly related to thelr speaalhes One preceptor. thought that the

~ Since theé beginning of the preceptorshlp program, graduates of our nursing school have listed the

preceptor course as one of the. strengths of their nursing program. From our experiences, we make the

following recommendations for future programs:

1. that one college instructor carry over from one year to the next to provide liaison and planning

~ continuity; .

2. that preceptors receive more irformation on evaluation thng

3. that a mid-session conference be held for preceptors and students to discuss “how things are going";
and :

4. that preceptors meet to form a support group to share thoughts and feelmgs on bemg a preceptor,
discuss the positive rewards of the role;, and share problems and methods of resolving them.

Summary
After four years we still beheve in the preceptorshlp concept Gur rahonaie has been supported by the

positive feedback received each year from students and preceptors, as well as from hospital personnel, i
relation to the new graduates’ higher level of assertiveness, maturity, and clinical competence.

Mary Gardiner Linda Martin
Nijrsirig Department Nursing Dé'p'ar't'm'en't

T4N 5H5.

Suanne D: Roueche, Editor
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EXTENSION TEACHING: NEW TECHNOLOGIES AND OLD INSIGHTS

prepare for class for part of the mormng, leave to catch the. plane at 2:30, arrive . at 6:00 to tea"h three hours

and arrive home betwer:: 12:00 and 1 20 a.m. The assignment took all of one day and sapped my energy for
the next: My efforts at using the travel time effectively; by grading papers or writing, were only margmally
successful. The compensation was the interest and appreciation of the class. When a teleconference course

delivery alternative appeaivd, I was an enthusiastic volunteer.

The COMNET System ) : : : o : ~
~Last night, I finished teachmg my ﬁrst cOUrse on the COMNET system. I taught a class of 29 students; all
but three of them at one of five remote locations in Utah and. Wyoming. As. presently configured, our

campus system includes two-way audio communication; an electronic blackboard; and a slow scan video

camera: All communication is carried over two dedicated telephone lires; a feature mandated by the high
costs of current satellite video technology. An instructor can teach simultaneously from any one of the
eleven sites to students at the other ten. Instead of requiring 12 o i5 students at any one location before a
class can be offered, this system allows a class to be composed of as few as_three students per location.
From an mshtuhonal cost standpoint,- the system is-less expensive -than the axrplane dehvery, although to
date the planes stili fly to three major rural teaching centers. The new system pays an extra third in
honorarium to the insiructor, without requiring that he or she leave campus. .

From an instractor standpoint, you teach as usual, but with some adaptation. When you ask a queshon

in class; you do sc by name or by location, asking that people identify themselves as they respond. When
students have a question, they push their press-to-talk switch to signal you, the instructer, to acknowledge
the question at an appropriate stoppirg point. When the instructor writes on the chalkboard, students see
the message immediately on a videc monitor at the1r”§1te A second television monitor 1S used for the
slowscan video, which takes a still picture but réQUiréS 32 seconds for the digitiZéd image to be transmitted.
Generally, these images are of the instructor, and are changed every 2-3 minutes; but they can also transmit
a transparency, a. cartoon, or pictures of class. members_from a particular site. If you as instructor can

overcome a certain self-consciousness at seeing still images of yourself and ca:. time the jokes on your

transparencies with a 32-second delay in the punchline, you can probably succeed.
Crucial Features of the System

Some crucial features of this system are not readily apparent, but are hlghly 1mportant For one thmg, the
system is interactive, allowing question and answer interchange, sharing and probing. If the class becomes a
tﬁOﬁblbgUé with a straight lecture, it can become very boring. The technician at each site has a vital role—
ensuring that the equipment functions properly, collecting and distributing assignments, tests and the like.

At first, these technicians were recruited with minimal skills and paid minimum wage: A couple of quarters

of operating experience with COMNET showed that this person needed maturity and if possible, training in
teachmg Now whenever p0551ble a certxﬁed teacher 15 employed Because the mstructor cannot momtor

A fmal feature of teaching involves group dynamlcs with the on-campus class to ensiire that they réceive no

special advantages over students at remote sites. Because the on-campus group has visua! contact in a way
that the other sites do not, care must be taken to keep them from dominating discussions, receiving more
immediate feedback on assignments, and so forth._ B

‘The technology of the COMNET system has some "special effects” worth menhomng A specnal thermal

printer at the umver51ty classroom allows rapid pnntmg of the still video image, for example allowing an
instructor to receive individual photos of the student in the class. All class sessions are recorded and the
tapes maintained for 2-3 weeks before erasing. Wkhen played back, the tapes show all video images, all
writing on the blackboard, virtually everything that happened in class. A student who misses class can

— LY
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pamcular site. Right now, the dexay in feedback on assignments and tests sent through the postal service is
a major problem.

Keys to Success
I have found thls quaﬂers teachmg over COMNET to be challengmg I found tlrat a "free wntmg"

deteils of class loglstxcs I used group presentatxon assngnments tnroughout the course, fifteen minutes
maximum per group, to involve students and to vary the presentahons ‘Some presentations were dry, but
most were stimulating and well done. Students generally came prepared with excellent examples and well

prepared visuals. Sometimes they encountered the same frustrahons with the slow scan video delays that I
had expenenced I believe that giving students the chance to present eventually built rapport between us. 1

was interested in what they had to say, and so, I believe, were their classmates at remote locations.

Some of the keys to successful work over COMNET are important in any form of teaching, only amplified
by the new system’s demands. Advance preparation is a must, allowing time for materials to be produced
and distributed prior to classtime. For the first time in teaching the communication course, I put together a

student workbook complete wrth handouts, Worksheets and important visuals. When I have taugh the

it helpful as a strategy to expect that most of the course content could be preaented outside of the class with
class time used for discussion, questions, and synthesizing: Class time could thus be much more relaxed
and yet more rreanmgtul Attent.on to correctmg wntten work tth prov1dmg penodu feedb , is alsn

the need ,fo, raprd res,,onse is greater whrle,the apparent pre: ,s'ure from the class is ;‘Iiminishea. I have a
bijhdlé 'of as:}i'gn"héh” yét to grade, a reminder that I have prozress to make personally in becoming morc

Evaiuatxon o )

Currently, on our. campusr the system is gpttmg mixed reviews. from facults Y. Instructors apprecrate the

time savings and the extra pay, but they fear that critical elements of teaching may be lost. Some see
COMNET teachmg as too lmpersonal "When I teach I have to see the expressnons on peoples faces

had apparently all gone home R L L
. We_have some cop)irigﬁt problems. to solve—e. g:; increased cost and time: The dispersed sites created

the need for multiple copies of some tapes, the payment of special fees, and the requests for special

permissions: As a result, we have had to rely more on locally produced materials and sometimes have
omltted components Wthh wouid lxave ennched the course

feedback. But this system represents a new world of extension teachmg, and the techhologrcal changes are

only beginning:

Nlck Eastmond
Utah State University

I:or further information, contact the author at Utah State I,Iniversity, f)epartment of Instructional I‘echnoIogy,
UMC 30-A, Logan, UT 84322-3025.

_ Suanne D. Roueche, Editor
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EVERYONE’'S SECOND CHOICE: FACULTY DEVELOPMENT AT YUKON COLLEGE

northerly ard. youngest pest-secondary. institutions. . As recently as three years ago there was little that

Sltuated North of 60 degrees and neated in March 1983, Yukon. College is one of. Canadas most

distinguished the college from the Yukon Vocational and Technical Centre; the twenty-year old "voc school”

it had replaced. The college had inherited its buildings; its programs and its staff. What the college didn’t
inherit from the old school was its new, ambitious mandate; as the sole post-secondary institute in the
territory, the college was charged with the delivery of post-seconidary vocational, technical and academic
programmiing to the Yukon’s adult populationi. This meant that the college had to find ways to deliver all
the programming traditionally available- through: community colleges to the 16,000+ adults who live in_the
sixteen communities spread cut over the 482,415 square_ kilometers that comprise the territory: - In other

words, in 1983 the college was faced with the intimidating, some would say preposterous, task of providing

programming io a population considerably smaller than the daytime population of The University of Texas at

Austin but spread out over an area almost the size of Texas!

How? What was quickly realized was that the college, if it were to fulfill its duties, would not only have
to construct- new building. but refurbish the old ones; it would have to hire new _faculty but more
importantly help existing faculty acquire: credentials more compatible with the new mandate of the college.
It was specifically towards this end that in 1984 senior administration went shopping for a suitable

professional development program for college faculty.
The program they sought had to meet certain basic criteria. It would kave ‘o be ﬂexnble enough to. meet
the diverse needs and schedules of the participating faculty: Thus; the entire program would be offered

locally and on a part-time or continuing education basis (programs requiring a residenicy or full-time
attendance wouldnt be useful‘ It would have to be credlble -f fdculty were to benefit fully from the

would have to be accessible, not just to faculty W1th umver51ty expenence but also to those who were hopmg
to acquire their first formal credentials. It would Lave to be relevant; time would have to be given to

practical, local issues as well as more abstract, theoretical ones. It had_to be of manageable size; a lengthy

degree program taking years and years of part-time study would :ntimidate rather than challenge. It had to

be economical; again, the program would have to be delivered locally if the high costs of sending faculty out

of the territory for training were to be avoided. But, above all else, the college wanted something that

would bring its people together in a common enterprise-—a program that dealt with the issues and concerns

of teaching adults.
What became more and more obv1ous was that if the program was to be useful to a wide range. of college

faculty it would have to be "everyone’s second choice.” That is, the student counselors would have ideally

wanted master’s or doctoral programs in Counselmg Psychology; for _the trades. instructors perhaps a

bachelor’s. degree in_industrial education._would have been most suitable; university transfer instructors

wanted advanced academic programs at the doctoral level; administrative-minded people would probably

have preferred an M.Ed or doctoral program in Educational Administration. Clearly, most faculty members’
first choices were appropriately specialized programs of great interest and use to themselves. But, and this

was just as obvious, they would be of little or no use to other faculty. Furthermore, these first choices
would necessarily mean faculty going their various merry ways. Also, such specialized programs would
result in huge expenditures in time and money, resources that really ought tc be used to expand college
services to the community. For all these reasons; then, specialized programs of study weren’t what was

needed. So the college decided on everyone’s second choice—a one-year program of senior undergraduate

work with an appropriately broad emphasis on the methods; not content, of teaching adults (the University

of British Columbia’s Diploma in Adult Education).
The plan was simple. Each fall and winter term the Umver51ty would offér oné course. For each, an

instructor would fly up to Whitehorse for fouir inténsive weekend sessions. Classes would begin Friday

N A&
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evening and co #inue_through Safurday. The instructor would then be available for consultation until
his’her plane left Sunday afternoon: . Additionally, each summer the University would offer two courses

consecutively. For these, however, instructers would make only one extended visit and, as a rule, teach for
a two- or three-wieek period. During the summer, then, students would be able to choose one or both
offerings depending on their other commitments. Using this model, courses :n the personal and social
development of the adult, instructional techniques for teaching adults, community practice of adult

education, and course design soon followed. -
‘What became obvious almost immediately was that thlS was adult education for adult ediicators. Relevancy
was insured; ideas put forward in class could not only be immediately tested in the college’s classrooms but

in the. classes of the drploma program itself. Also, because busy professional schedules were involved,

weekend and summer session programming was especially favoured: Participation in the program was

posmvely remforced tu1txon was walved for those who taught at the college, regardless of status. In many

pa'\ers and pw)ects usmg college resources. In turn, much usefui 1nstructlonal matenal was produced at

modest cost to the college.
As hoped, the fact that the program: was compnsed of senior undergraduate coursework in Adult

Education insured appropriate depth and breadth of study while avoiding the onerous demands of graduate

research, on the one hand, and the "slightness" of non-credit "hands-on" workshops or institutes, < a the

other. It has also maximized participation; of the thirty to forty peoplc who register for each class, about
two-thirds are college faculty.

~ Thus, at modest cost, the college has provided a forum, close to but still removed from the hustle and
bustle of daily responsnbxlntlps in_which college faculiy and other educators from the community can
ob]ecuvely examine themselves, their philosophies, their profession, their students and institutions. Here—
in an environment wkere politics and egos can be; at least for the moment, put aside—faculty can ask what
they ought to be doing for their community and what their community can do for them. This forum is

essentially interdisciplinary; currently, all programming areas as well as student services and administration

are represented. All the participants bring their special knowledge and skills to the program. We have a
nurse, a lawyer, two carpenters, a university English teacher, an alcohol and drug counselor, a college
counselor, a drafting instructor, a surveyor, general public school teachers, social workers and social work
instructors . . . the list seems w0 go on ad infinitum. Thus, on more than one occasion, a "probler,nf'”m one
area - has Bééi'i solved by a "solution" from another area. With each offering, the collegiality—the
collaboration—has. increased to the point where students are looking for ways to extend. their involvement,
to strengthen their programs. The " dialogue * has expanded to the point that it has spilled over into coffee
breaks and lunch hours:

Now, one year since the first course was offered critical mass has been achreved By and large, people
are bringing as much energy and information to the program as they take from it. Therefore, when one
instructor wasn’t as strong as he ought to have been, the class was able to sustain itself through student
presentations that ranged from a critique of Paulo Frsire to a new model for program evaluation. Even the
instructors seem to find the experience of coming north to the wilds of Canada invigorating. They too seem
wﬂhng to_contribute. more than they perhaps normally would—seem eager to become "students" and

acquire what they can in the way of new knowledge, new insights. Indeed, it does seem that everyone’s

second choice was about the best choice possible.

Aron Senkpiel
Coordinator, UBC Programs
Yukon College

For furthe- information, contact the author at Yukon College, 1000 Lewes Boulevard, Whitehorse, Yukon
Y1A 3H9.

Suanne D. Roueche, Editor
October 24 1986, Vol Vlll No 24
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THE COMMUNITY COLLEGE SOCIAL SCIENCE RESEARCH PROJECT

How can the commumty _college instructor generate student mterest in research assignments? Term

papers book reports, reading lists, and other similar projects generally lead to a last minute student effort

and many hours. of agcnizing reading for the instructor. In an effort to overcome some of the difficulties
associated with student iesearch; I have developed an instructional approach for my general socrology course
that exposes students-to the practical application of the scientific meihod. Using a simplified version of the
method and its five steps—(1) stating the problem, (2) designing the research framework; (3) collecting the

data, (@) analyzmg the-data, and (5) drawing conclusions—I have been abie to convert past student apathy
into a newly-found enthusiasm for research. = _ . _
Initially, I require my students to_choose a problem related to the college commuruty and design three

hypotheses ‘that can be empirically tested:. For example; a student may want to measure school spirit as

related to campus activities; library usage as related to daily commuting distanice, study time as related to
academic success; use of school eating facilities as related to food selection, or some other relevant topic.
After spendmg one or two class penods on constructmg hypotheses, L meet with each student on a one-to-

Wrth the statement of the problem and_the selection of the. hypothesxs completed I now drrect the

students into the second phase of the research project. This phase involves testing the hypothesis by

employing all five steps of the scientific process and using hypothetical data. Prior to testing, however, the
students must choose a research design that will best suit their project. Typical choices might be systematic
observation, survey, experimental and statistical control, or comparative analysis using secondary-data. 1]
strongly encourage them to choose the design that is most suitable for their project and can be handled in a
semester’s time. When one is finally chosen, they proceed to coliect, analyze, and draw conclusions from

hypothetical data. The purpose for-using hypothetical information is two-fold: (1) to give them a chance to

perceive_what they think the results will be, and (2) to enable them to go through the entire scientific

method and become familiar with all its steps: The hypothetical data requirement is crucial to the project’s

success, and I will not permit any student to move into the final phase—the testing of the hypothesns using
actual data—-untll he or. she clearly understands the procedure

data When the hypothesrs is not supported by the data, it must be redesrgned This third phase represents
the_cillmination of a semester’'s work. For the first time, they are able to see the true results of their efforts

and objectively state their findings, and I strongly cautior: them to stay within the scope of their project

when stating the results. ,
The final phase. of the research pro;ect may also yreld an additional reward to the more motivated

students. For instance; these students may desire to compare the perceived results of the secorid phase with

the actual findings of the third. How close were the predictions? Did the perceptions differ greatly from the
realities? Answers to these and other questions bnng the research project to life. The comparison also: adds
to the challenge and the uncertainty of the exercise, not unlike that encountered by professional researchers..

-Gener:.ting student interest in research assignments can be achieved. This simplified approach; coupled

with instructor imagination and content modification, has worked for me and may offer excellent possibilities

for application in other social science courses.

Alvm] Marrow
Genesee Community College

For further lr\'t’oriiiatlom contact the 5unaor at the béparﬁﬁeht of Human Communication and Behavior,

C—— . r 1
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TEACHING THE PHILOSOPHY OF SUCCESS

Just when you thought it was safe to go back in the curriculum, here is another subject that needs to be
taught in our schools and colleges: The recent dominant trend has been "back to basics,” putting rhore
emphasis on English, mathematics, and the sciences, while reducing the number of trendy electives. |
believe, however, that we need to add a strong and coordinated effort to teach about the philosophy of

success. -
- What is the phllOSCphy of success? Telewsmn news programs have carrizd stories about visits by the

Reverend Jesse. Jackson to schools; many_of them inner city schools: . In these emotional speeches, one of

the central features is when Jackson urges the students to repeat after him, "I-am, some-body." The

students join in, and repeat the words, and then repeat them louder. Jesse Jackson is teaching about the

philosophy of success. A philosophy of success is a system of concepts about personal achievement; it
attempts to understand and explain how suiccess works, and what one needs to do to be siccessful. There
is, of course, no single philosophy of success. Different writers, phllosophers, and achievers have varying
V1ews on the subject. However, there are considerablé commion threads in their thinking..

A philosophy of success is usually founded on the idea that we become what we think about, and

includes attention to the effects of positive mental attitude, the importance of goal setting, the role of

perseverance, and faith in a_Greater Power. Many of these concepts are not new to the curriculum of

colleges: For example, psychology courses teach that people tend to fulfill their self-concept and

management courses teach about the self-fulfilling prophecy. However, these ideas are not tauight in the
context of an integrated philosophy of sticcess, and more importantly, they are presented as theories, and
not personalized with application to the daily life of the student. _

How would schools and colleges teach about the philosophy of success? The phﬂomphy could be &‘mght

on two levels. First, we can have courses dealing directly with the subject. There is a considerable body of

In such classes, students would have
assignments that not only insure that they understand the concepts, but also would provide exercises and
assignments to help incorporate the lessons into students’ lives. Such classes can be conducted, with
appropriate content, at all levels from elementary school through graduate school. As with most subjects,
students can have a different and deeper level of understanding as their age and maturity grow. :

Second, the more difficult but more powerful teaching medium is for the philosophy to be woven through
all of the subjects taught at the schiool or college. Students must find evidence of a philosophy of success in

their teachers and:administrators; they must see it working and learn it from role models. In the teaching of

literature that can be read; analyzed, absorbed, and discussed:

writing, we_have learned that we cannot teach writing effectively if it is only taught in English class. Other

teachers must include writing assignments and must stress the importance of sound principles of grammiar,

coherence; and logic in their classes as well.

If we really want to stress the basics in the curriculum, we w1ll point ourselves toward teaching the
philosophy of success. It is miore basic than English, mathematics, and science; because if we do not help
students to learn the attitiides and skills that will enablé them to succeed, they will not be able to achieve in
Enghsh mathematics, and science. Once students have learned the facts and the reasoning skills to succeed

in the basic subjects, their sense of confidence and direction will propel them toward the ultimate goal of
education, to help them make a difference in the world.

James D Tschechtelm Executlve Dlrector

_ Suanne D. Roueche, Editor
October 31, 1986, Vol. Vii|, No 25
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STUDENTS AS SCRAMBLED EGGS AND OTHER RECIPES FOR TEACHING
I was standmg in the kitchen, preparing breakfast for our overnight guests. Gary slipped up behind me,
observed for a moment, and said, "You're bringing those eggs along very nicely . . . ."

"Just lxke students, " 1 replied, almost without thinking.

"What do you mean?" (:ary asked

"Well you have to. apply lust the rxght amount of heat and stir them intermittently and gently——
otherwnse ‘you get an omelet: And you don’t let them get completely done in the skillet; turn them out on
the plate at the right time and let the heat within them continiue the process," I said, warming to the topic.

The amusement showmg on Gary 5 face only spurred mé to continue.

: "It s not just the teachmg—uh cooking | process either. You don't }ust drop the eggs mto the pan, cook

them for three hours, and eat them with salt and pepper (shells and all), as a first-grader might prescribe:

First, you crack them into a bowl, add just a bit of salt and help break down the albumen, add milk if you
wish, then beat them to an appropriate state of uniformity."

Thus was born the idea of students as scrambled eggs. It was oneé of those rare instarices where one’s
subconscious produces a spontaneous response that lingers on to acquire considerable significance. The
more- | reflected on that morning in the kitchen; the more my mind conjured up cooking metaphors for
teaching.

1 treated some of my students hke roast pnme rib. 14 pplled a lot of heat for a short period of time at the
begmmng in order to seal in the juices. Then I reduced the temperature to about 275 degrees and completed
the process siowly, ensuring a high degree of tenderness.

There's room for creativity in teaching as well as in cooking. - Just as I introduced a delightful tartness to
apple - pie by including a generous. portion_of cranberries to the filling; on occasion I introduced a new
ingredient in the classroom—always making suie to balance creativity with judgment. My willingness to

innovate in the kitchen encouraged me to innovate in the classroom. The students ate it up.

Often I found that the addmon of ore addmonal mgred1ent became the crmcal e!ement wh1ch tumed an
several creamcheese sp,reads,for apples, I splce,d my classes with the unexpected mgred1ent For example in
probability demonstrations, instead of using dice I -used astragali (sheep heel bones), the original "bones"
used by ancient Egyptian gamblers. (Being on good terms wi*s the local butcher comes in handy in a lot of
ways.)

New and un’kely combinations somehmes produce tasty dishes. Inspired by a miundane peanit butter
and celery snack, I developed a dip for fresh vegetables made from sour cream and peanut butter
(augmrented with crumbled bacon, minced onions and other appropriate flavors}—it's become a classic. My
new-found creative courage in cooking extended to the classroom; where, for example, I mixed a Carnac-
the-Magnificent act with calculus to illustrate that integration could be considered a matter of finding the
questions to which the derivative was the answer:

53 .
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In ih’e kitchen, ih’er’e were ﬁmes when I had to substitute ingfédiieﬁts Having o ground almonds and

staﬁaéfa set of colnred marbles: (Aﬂd the students were able to consume the data at the oh& of e

have a natural relahonshlp Fmally, it dawned on me one mommg at breakfast: teachmg and iood are the
two primary things that provide sustenance for a teacher. From food we gét energy and satisfaction. No
less do we draw energy and satisfaction from éalchjng What teacher has not « perienced that vibrancy of

joy and energy at the end of a class that has gone particularly well? It's what keeps us striving toward

excellence:

Furthermore, producing a good meal involves blending ingredients, conirasting sweet and sour, attending
to the arrangements of elements and timing. All of these considerations are part of the creative process of

teachmg, too.

Well, the analogles between the kxtchen and the classroom Rept coraing to mind, many more than I report

here. Once got started on. it, I couldn’t seem to think of anything else. Then one day I got to talking over

the fence to my neighbor about it. He looked up from his gardening with a perverse twinkle in his eye.

"Now that you’ve mastered the art of how to cook students, do you suppose you could turn things
around and think about how to teach vegetables?" he asked, in deadpan seriousness.

That broke the spell. 1 am no loniger so obsessed with the cooking-teaching metaphor. But, I'm still
willing te share a few academic recipes with my friends so that they, too, may savor the results of creative
efforts in both kitchen and classroom.

me Fisch
Departmem of Mathenahcs
Lexington Community College

For further information or recipes, contact the author at f_.exington éommunity éoiiege, éooper Drive,
Lexington, KY 46506-0235.

SuanneB Roueche Editor

‘November 7, 1986, Vol. Vill, No: 26
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EFFICIENT MEETINGS ARE SHORT MEETINGS

Several tOplCo, popular in college ¢ ‘“iee break conversation L\)day, are_connected in ways not always

obvious to the casual observer. Certai. -y, budget cuts are a very real threat. Eack of enthusiasm about the

new computer tools available in._academe is dismaying to those who are versed in the subject.

_ommunication _problems.get a lot of attention. And—perhaps the most frequent complaint among

administrators—everyone agrees that too much time is spent in meetings.

All of these topics are closely related. Suppose that a college pre51dent has a cotérie of sevén deans and
five directors reporting to him, and suppose that they meet on a weekly: basis; along with a secretary who
takes riotes in order to publisk minutes. Further, let’s stipulate that the average salary of the deans is
$45,000, the average salary of the directors is $30,000, and that the.president’s salary is $75,000. The

secretary’s salary is stipulated at $15,000. If their meeting lasts for three hours, the cost of the meeting in

terms of resources spent is approximately $801, plus the costs of the secretary’s typing time for minutes, the

extra electricity; ihe coffee and snacks, and so forth. The truth is that most meetings do not produce results
worth expendmg approximately $800 of a limited budget.

_ Most corporate managers agree that a meeting lasting longer than an hour is usually coantexproductive
Two hours generally indicate diminishing productivity, ofter: with the same points being belabored

repeatedly Three hours. usually indicate negative productivity: The hypothetical meeting described above,
in addition to being costly in terms of the salary levels involved, took more than 42 hours of work time,

resulting in considerably more cost than the original approximation of $800.

Relate this to the communication problem that so many of us perceive in the educahon busiriés.: often
one leaves a long meeting with a sense of relief at its end. but no féeling ot s=ccomplishment or of knowledge
gained or shared. In many cases, a short written memo can convey much more information than a drawn

out meeting.

1 would like to share a techmque that I have developed recently, Wthh accomphshes the tasks of reducing

meetmg length, reducing meeting frequency, improving communication and dissemination of information,

and putting to use those nice little personal computers that are beginning to show up in administrators’
offices all around the educational industry.

STEP 1. A detailed agenda of toplcs for discussion is circulated in. advance of the meetmg [lt helps if

sorne: of the topizs can be worded in such a way «s to_evoke a smile or two—belng in.a good mood about a
called meeting_ is not 2 bad way to start. An exampie might be found in mentioning that state employees

cannot be paid twice for the same day’s work, as in taking paid professional leave in order to stage a

seminar for a state agency for pay: "Double Dipping and Those Awful Auditors."] Leave the agenda in
computer storage or on a disk.

STEP 2. Shortly before the meeting, brinig the agenda back to your screen and annotate it. Briefly
summ-rize the meat of each issue to be discussed, and parcel out assignments as needed: My technique is

to do the agenda in boldface ("letter quality") lower case type, and the annotation in light ("draft") upper
case type.

STEP 3. After mdocmnahon occurrmg at the first meeting in which this technique is used, your meeting
participants will read the agenda in advance; the first time the technique is used, they may require a few
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minutes to read it over. When the 'g'r'o’anihg about the ie’ngth of the agenda begins to diminish; pass out the
annotated agenda.

_ STEP 4. As each agenda item comes up for discussion, the meeting participants can respond very quickly
to it: The relevant information is before them, and they are saved ti .ask of "taking riotes." Often (at least

more often than in other m’eertirngr formats) there will be no discussion of an i3sue—the annotation provides
the riecessary information; and if it is well done, the itém is- understood: If discussion and/or action is
necessary, it can be tackled more directly. Keep notes of such: discussion and/or action for Step 6.

~ STEP 5. When the agenda has been exhausted, give each parficipant an opportunity to bring up
individual items or to seek information from you: Keep records. After this step, adjourn the meeting (1)
with more accomplished in less time than is usually accomplished the old way and (2) with a feeling among

the participants that even academe can enter the 20th century.

STEP 6. The final step is critical. When you get back to the office, call up your annotated agenda again
ard edit in the major discussion thrusts, the actions taken; and the items entered by the meeting

participants. This can be done in a: contrasting form, such as lower case. draft type; for ease of

comprehension. Having finished this; distribute copies to all participants and the meeting is history: And

you have your set of topical minutes to file or post. Your participants are back on the job, doing those things
that you would still be talking about if you had followed a more traditional format.

My Chairpersons include some crusty, "let's do it instead of talking about it" types; and théy are
enthusiastic about the improvement in communications, the reduction in nonproductive meeting time, the
fresh minutes, the practice of what we traditionally preach to students—use of the new technology to save
time and effort, and the saving of the unmentionable-—money.

_ One_additional wrinkle augments this format for short meetings. Rather than spend interminable time

discussing matters which are really only information distribution, and rather than writing an infinite series of

memoranda; one for each information item, a weekly newsletter can be published for the chairs and pérhaps
for general posting. This newsletter, best done by adding information to a dedicated disk as the information
comes in, carries routine items such as deadline dates, conference announcements, items of general interest,

etc. Participative cooperaticn is augmerted by inviting announcements or information for the news'etter to
be submitted by any faculty-member or staff person. In our great state; the newsletter is an interesting way

to spread the latest Aggie joke; or as a rejoinder, the most recent A&M-UT football score:

R. M. Pope, Dean of Business
Del Mar College

For further information, contact the author at Del Mar Coﬂégé, Baldwin & Ayers, éorpus Christi, TX 78404.

Suanne D. Roueche, Editor
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IS IT WIZARDRY OR MAGIC? WHAT MAKES AN OUTSTANDING TEACHER?

Over the past year and a half, we asked new adjunct faculty at our community college to help us

determine the ¢ lities of really outstanding instructors. It is not unusual for community college part-time
faculty, particularly in the technical areas, to have had limited or no previous instructional experience. So at
the beginning of each term we host an orientation program where we talk about instructional skills; in

addition to disseminating the usual nuts and bolts kind of information:

‘We begin our discussion of instructional skills by asking these new faculty to reflect on the instructors

they themselves had during their first two years of college: First, we ask them to iridicate the number of
instructors. they feel were "outstanding" or "poor." Then we ask them to describe the characteristics or
quahhes of the instructors they rated as "outstanding" and the instructors they rated as "poor." Of course,
we're using the questionnaire and ensuing discussion as a tool to help the faculty focus on the process of

instriiction, and to help them solidify their own instructional approaches and plans. But we are also

interested in the long-term persrective—we want to know what really stands out—what we remeraber over

the long haul about the really good (and the really. poor) instruction we have received: It's one thing to

review _instructional evaluations coliducted at the end of the semester in which the instruction occurred; it’s

another to ask pecple to recall their experiences of ten, fifteen, twenty or thirty years ago.

So, what did we discover? On average, our new adjunct faculty remembered two "outstandmg"
instructors from their first two years of college—or about 15% of the instructors they had had in that time
period. On the other end of the scale, they remeimbered, on average, about three "poo:" instructors. Not a
very large percentage in either case, but maybe that shouldn’t siurprise us since we were asking people to
"pull" out the exceptional folks. = i

Their descriptions of characteristics of the college instructors which they had rated "outstanding" covered

a very wide range of personal and professional characteristics—the "top 5":
knowledge of subject

well-organized

conicerned about and responsive to student needs

enthusiasm for subject

. friendly and personable

U“:‘*‘WN!‘“

llpoor ”. .
dry, dull, cool; aloof, no personallty

1
2. unorganized, not prepared
3. disinterested, uncaring, disrespectful toward students
4. not knowledgeable about subject
5.- unable to communicate effectively
Triie, thére were other comments—about absences, bemg late for class, mapprop ate exams, mﬂex:blllty

and other teaching issues. But the fact that the opposites of the "top 5" characteristics consistently showed
up in our "bottom 5" list seems to support these major skills and characteristics as critica: 0 being, and

remembered as, an outstanding instructor.

Lynn Sullivan Parker Vernon A. Magresen
Associate Dean ) Associate Vice President
Hurman Resource Development Academic Affairs

Reprmted by perrrussnon of the Office of Staff and Program Development, Triton College, 260C Fifth Avenue,
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AN EFFECTIVE APPLICATION OF THE ELECTRONIC SPREADSHEET PROGRAM
IN PRINCIPLES OF ACCOUNTING

publlshed with_ many accounting texts are normally d,esrgned to qulf“kly proude solutions. to some of the

end-of-chapter problems. The student enters the relevant figures from the problem into the appropriate cells

of the spreadsheet, and the solution is instantly displaved. These applications do serve to acquaint the
student with the spreadsheet program, but they can often be criticized for their failure to adequately teach
the underlyrng procedures whrch were applled to obtam the solutron Thrs arhcle descnbes a spreadsheet

mtroduang students to the spreadsheetprogram 3 operahon ) i i - i i i
Budgéﬁng has tréditionally been a difﬁcult area for both ins'fruc or and stiident arid it is here that the

sales. budget rnventory purchases (or producnon) budget, . selhng ekpense budget general and

administrative expense budget, cash budget and capital expenditures budget, and together they determine
the balances repo?ted on the pro;ected income statement and balance sheet for the budget penod The

them to analyze the effects of a change in some budgeted amount is the kind of tedious, demanding work
which students find frustrahng and confusrng, and which instructors ﬁnd difficult to ‘present. Consequently,

“The instructional power of the. spreadsheet program lies in 1ts abrlrty to allow students to effortiessly use

the budget to analyze the effects of fature contingencies. It is only necessary to go to the appropriate
spreadsheet cell and change the budgeted ﬁgure The computer 1nstantly recalculates the master budget

planmng process. Also becaiise spreadsheet programs were orrgmally developed to,facrlrtate,the busmess
budgeting and- planning process and are still most directly associated with this use; their application in the
budgeting section of the class arises as-a natural and appropriate extension of course material. .

_As the exercise has been used at Highland, students first prepare a simple individual cash budget for a

three_month time horizon, and in the process learn how the spreadsheet operates.. In the second, more

extensive part of the exercise, students are given a disk on which is stored as a spreadsheet file the master
budget whrch was developed as an example in the boc‘\ of thelr text The text s budget was used because

whrch descr1bes 1ts construchon in detarl An accompanyrng handout presents a realrshc srtuatron 1n ,whrch
i the company faces several financial constraints. Students, who act as financial analysts émployéd by the

constraint Variables and (2) to analyze the effects of possible corrective actions which might be taken if the
:  events should occur:

This has proved to be a partrcularly effective applrcahon of the spreadsheet program generating very
favorable responses from students. Many comment that it is both "fun" and enlightening to see how
accounting information is used in planning, and that they have developed an appreciation of the importance

of accounting in business management.

Craig Pénce

Highland Community College

For further information, contact the author at Highland Community College, Pearl City Road, Freeport, IL
61032-9341.

Suanne D. Roueche, Editor
November 21, 1986, Vol. Viii; No. 28
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TANDEM TESTING

The great American myth has it that success comes to those singular-minded, hard-driving individuals
who force their way to the front of the pack. Students who survive a competitive educational system, who
surpass all the barriers from admission to exams to graduation requirements. must be presumed to have the
advantage over the less competitive (though perhaps no less able) peers over whom they leapfrog. But for
some time social psychologists have maintained that cooperation is the key to success in any sodiety:

Recently the business world has beheld with admiration the success of the Japanese "Theory Z" methods;

the essence of which is cooperation. James Coleman; in an article entitled "The Children Have Outgrown
the Schools" (Psychology Today, February, 1972), has emphasized the importance of education’s task of

turning out responsible, productive persons who can effectively participate in cooperative situatior:s.
Providing opportunities for cooperation in the classtoom is not a new idea. Group projects are a common
instructional approach, and there is a body of literature emphasizing the benefits. Peer instruction and

study groups provide evidence of the gains to be made. But what about student cooperation in testing?

__In most classes, that would be called cheating, but in my classes; we refer to it as collaborating: The

procedure is simple: two students are given one copy of the test. They hand in one answer sheet with both

their names on it, thus getting the same grade. Scoring is done immediately following the test to allow the
pairs to examine any m'ssed items. The pairs are formed by the students. Some pairs "bond" and test
together through a three-quarter General Psych sequence. Other pairs are less stable. I encousage students,
if they feel a partner is not pulling his/her weight, to find a new partner; but pair stability is the norm:

I began using tandem testing with one class in the summer of 1980, but it has been so well-received by

students and so effective that I now use it in all my classes: Classroom atmosphere on test day is relaxed.

A murmuring hum fills the air, punctuated by an occasional laugh. I can see the students’ involvement with

the material; in an attempt to persuade the partner of the correctness of an answer, one student may refer to
something "she wrote on the board"; another student may cite a certain section of the text—they are
actually teaching each other while taking the test! One student catches another’s misinterpretation; one team

- Each test provides evidence that my aim of fostering cooperative skills is yielding results. Communication

skills are honed through struggles to express one’s ideas to a partner. Efforts to influence one ancther range

from "I don't know why, I just think my answer is right" to detailed explanations and examples.
Development of trust follows the experience of going along with the partner, in doubt or in confidence, and
getting the item right. Conflict management styles emexge through practice, as both partners must agree on a
single answer.

- Predictably, the students love it! In response to a brief questionnaire given fo 103 students in my spring

1984 classes, 67 percent reported lower test anxiefy with tandem testing while 15 percent said their anxiety
level was higher. . Seventy-eight percent reported  the same amount of study time, 12 percent said they

studied more, and 13 percent reported studying less. (In discussing the questionnaire, one student
volunteered that she studied less because the support of her partrier allow=d i<z *o abandon her compulsive
over-studying.) - Effect on grades: 53 percent believe their grades are higher with this system, 40 percent see
no effect, and nine percent felt their grade was lower. I plan an analysis to check statistically the accuracy of
the students’ perceptions.

59

© y S . I LT LoD o Dol Lol Lol C - — R,
‘ @ Community College Leadership Program, The University of Texas at Austin, EDB 348, Austin, Texas 78712




Asked what they saw as the greatest advantage of tandem testing, most students noted the reduced
anxiety. The chief disadvantage cited was the problem of the unprepared student, either the prespect of

being let down by your partner or the fear of not pulling your own weight. Some students noted that

tandem testing takes more time, but my students manage 40-50 items in a 50-minute period without
difficulty. One student complained, "It's hard to know what to do when you and your partner don’t agree. "
Exactly what i want them to learn!

My teachmg metno&s may ndi change the nature of American society or highér education, but I am
convinced that my students are developing interpersonal sénsitivity and collaborative skills that will serve
them well.

Carolyn Roth .

Northern Virginia Community College

Fof fu?tfief Iﬁfaifrliﬁaq, Eahfé& t}]é éiiiﬁéf at Northern Virginia Community College, Woodbridge Campus,
15200 Smoketown Road, Woodbridge, VA 22191.

From "Tandem Testing" by Carolyn Roth, 1984, Network, The Newsletter for Psychology Teachers at Two-Year
Colleges, published by American Psychological Association.

_ Suanne D. Roueche, Editor -
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